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FROM THE EDITOR
Any professional school should be well ahead of
practitioners in analyzing the society and its needs
and in prescribing appropriate courses of action.
While professional education is not responsible for
all of the problems and dilemmas that confront
society, it is responsible for some. In the same vein,
education cannot by itself overcome the i I ls of
society, but professional education must provide
solutions to educational problems. It does not
require a high degree of awareness, however, to
know the American education system is "under
fire." "A Nation at Risk," followed by a host of
agency, state, and regional reports, have received
extensive national attention. They have probed the
status of an educational system in crisis. They
have received predictable support from critics and
equally predictable defenses from system reactionaries.
One thing is certain; modern education is fermenting. This is a healthful fermentation, however,
because it emphasizes change. It de-popularizes the
term, self-satisfaction, and encourages school systems to experiment with and scientifically test new
programs and approaches, accepting some and rejecting others.
All of us are aware of the importance of research
in advancing technology and we are confident that
in a few decades, cancer will be controlled as
effectively as polio. Many of us are just as certain
that a true paradigm in education is lurking "just
around the corner" and we must advance the search
for it.
Research should lead to more rapid improvement
in education when large numbers of teachers and
administrators are motivated to use their methods

and classrooms as testing grounds for the validity of
research reported by others and to develop projects
of their own. Public school personnel will become
more active and accomplished researchers when
their trainers - schools of education - teach them
"how to." Teacher educators should expand and
internalize the challenge to conditioned-response
instruction and involve their staffs and students in
more research activities.
The chief function of the College of Education
at Eastern is "the preparation of exceptionally
qualified teachers, counselors, and administrators
for the schools." This very vital and broadly stated
objective of course implies and requires the assumption of several activities which are basic to the
development of professional competence of individuals in any phase of a teacher education program
as students, professors, or administrators. One of
these is that of providing leadership in the University community in matters concerning the specific
experiences related to the technology of teaching.
Another is that of carrying on experimentation and
research to contribute to the development of teaching-learning theory and practice. A third is reflected
in the guidance and assistance given to area schools,
and still another is that of contributing in a dynamic
way to the professionalization of teaching.
Certainly, there are numerous, obvious subsets of
activities which warrant no development at this
point, for the "action research" indicated by these
activities is surely the key to progress in education,
and experimentation, with generous definition and
outer limits, must be allowed, in fact encouraged in
any school situation.

In This Issue
We are pleased to feature another of our "special
topics" issues.
Guest Editor, Frank Lutz, has
assembled a group of scholar-educators with expertise in research and application of educational principles. They present interesting discussion-debates,
both theoretical and practical, of some diverse issues
in education.
Guest editor Lutz' initial plan for the issue was
structured and purposeful; he had envisioned
"paired articles," one by a researcher and another
by a practitioner in the same area. The articles
would then discuss what the research says about
the issue, what researchers can do to help solve the
problems, what practitioners can do, what the practical problems are, why and where research is lagging, and what research should do to help solve
practical problems.
While, as Lutz conceded in his summarizing comments, the issue did not emerge in as coherent and
unified a product as he had originally thought, we
believe that he and his authors have compiled a very
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interesting research-theory-practice discussion relating to several important educational issues.
Two of the articles seem to agree that research
has failed to look honestly at women in education
and therefore, theory is incomplete and practice has
failed women in education by not providing meaningful roles and opportunities. In discussing the
school as a place of inquiry, three of the authors
demonstrate how theory can explain curriculum
structure and research and find a home in the "real
world" of classroom teaching. The issue, as a
whole, prompts the observation that theorists and
practitioners in education do not disagree as frequently as many of us assume.
In fact, the authors in this issue have some common values and perhaps that is one of the prerequisites to theory-research and practice finding
common ground. See if you agree.
The approach of our contributors is interesting,
and we trust that it will be stimulating to theorists
and practitioners.

Improving Educational Management
in Florida
Marilyn Sweeney & Daniel L. Gardner
Marilyn Sweeney is Director of
Human Resource Development
for Broward County Schools,
Fort Lauderdale, Florida. She
directs a district-wide program
encompassing human resource
development activities for educational managers, teachers, and
support personnel. She serves as a
member of the Florida Council
on Educational Management. She
has been a classroom teacher and
coordinator of a regional teacher
education center. She holds a
masters degree in English Education and is a doctoral candidate
in Adult Education.

Introduction

During the past ten years, Florida's law-makers
and educational policy-makers have undertaken several far-reaching initiatives to achieve excellence in
public education. These initiatives have established
statutes, policies, councils, programs, standards, and
systems which are intended to interact to improve
educational processes. Major initiatives include:
• a formula-driven school funding system which
takes into account different funding levels required for educational programs which meet
different student needs while maintaining
equity across the state with local input and
governance;
• procedures to increase accountability for student achievement;
• standards which define minimum student performance at elementary and secondary levels;
• testing requirements for student promotion
and graduation;
• requirements for school-based management,
decentralization of decision-making for staffing and budgeting, and program specific cost
accounting;
• minimum competency and testing requ irements for teachers;
• expanded training and screening of beginning
teachers;

Daniel L. Gardner is Assistant
Professor of Adult Education and
Human Resource Development at
Florida International University,
Miami. He coordinates a master's
degree program and provides technical assistance for staff development in several Florida school
districts. He has been a classroom
teacher, school-based administrator, and district-level coordinator.
He holds a doctorate in
Administration and Supervision
of Adult Education.

efforts to improve public education.
These initiatives have stimulated higher expectations for student achievement, teaching effectiveness, and performance of educational managers.
This paper focuses on Florida's initiatives to improve educational management. It presents the
design and activities of the Florida Council on
Educational Management (FCEM) and the approach
of one urban school district to developing educational managers. This discussion suggests implications for the strategic and systematic development
of inservice human resources within educational
systems as well as the preservice preparation of
educational managers by higher education institutions.
The Florida Council on Educational Management

In 1979, a task force comprised primarily of
private sector managers studied and reported on
management effectiveness in Florida's public school
systems. In response to the findings and recommendations of this task force, the Florida Legislature enacted legislation which created the Florida
Council on Educational Management ( FCEM). This
seventeen-member appointed council has these
responsibilities:
1. Conducting research to identify and validate
competencies of high performing school managers;

• raised requirements for high schoo l graduation;
and

2. Identifying standards and procedures for measuring and evaluating performance of the identified competencies;

• a Florida State Board of Education policy
enacted in 1981 which has fostered increased

3. Creating training processes to develop competencies;
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4. Establishing criteria for screening, selecting,
and appointing school managers; and
5. Defining policies and procedures necessary to
develop competency-based certification and
compensation programs for school managers.
Its membership includes six principals, two district
school superintendents, one school board member,
three representatives from higher education institutions, three private sector managers, a district person with management training responsibilities, and a
Florida Department of Education official. Members
are appointed by the Governor, the President of the
Senate and the Speaker of the House to three-year
terms.
Subsequent to the creation of the Council, the
Florida Legislature enacted the Managen:ient Training Act of 1981, F.S. 81-241, which empowered
the Council and provided resources. The Legislature
made this statement to introduce the Act:
The Legislature recognizes that quality education in public schools of this state requires
excellence in its pr'incipals and other managers.
Efficient and effective management of schools
to meet the needs of students in today's
society requires a unique blend of skills, experience and academic background which is
rarely provided through typical baccalaureate
or graduate programs in education.
Under the Council's guidance, progress in developing comprehensive programs to upgrade the management of Florida's public schools has been rapid
and purposeful. To date, activities have focused on
identifying competencies of educational managers,
developing model projects for selecting and developing managers, and designing a certification scheme
which will incorporate preservice preparation with
evaluative processes of individual manager performance in the school setting.
Two competency research studies were commissioned in May 1981. The first study was conducted
by McBer & Company, Boston, which identified
competencies of average and high performing principals. The second study is being conducted by
Martinko, Florida State University. Martinko will
identify competencies of average and high performing principals at elementary and secondary levels
across urban and rural settings. In contrast with
McBer, which used a critical trait/behavior event
interview approach, Martinko is using a Mintzberg
type observational technique. The Council intends
to use the findings from these studies to complement and verify competency models available in the
literature. The competency research will become
the foundation for changes in higher education programs, manager selection procedures, certification
requirements, inservice training and development,
performance evaluation systems, and compensation
plans.
The Council has supported several special projects to critique the application of state-of-the-art
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human resource development technology within
school districts. A pilot project was implemented
using "Targeted Selection Interview Methodology"
designed by Development Dimensions International
(Byham, 1979), Pittsburgh. This method has been
applied to the selection of school principals using
job related behavior dimensions in objective interviews with consensus procedures. Also, a management assessment center, designed by Assessment
Designs International, Orlando, is being piloted in
Dade County, Florida's largest school district.
Drawing on these examples of behavioral science
technology, long used in business and industry, the
FCEM has expectations for improving managerial
selection processes in Florida's 67 school districts.
Efforts are envisioned which will enhance the quality of educational management by improving the
quality of decision-making at the time of manager
selection.
In addition to researching competencies and
manager selection models, the Council is studying
performance-based approaches to certification and
performance related compensation plans. Planning
is proceeding toward a three level approach to certification: the first level to be based on knowledge
of competencies, the second level based on manager
performance, and the third level based on school
effectiveness. Studies of 12 districts' compensation
plans for managers are underway. One district will
begin piloting a performance based compensation
program for all of its managers in 1983-84. This
pilot is designed to provide guidelines for other
districts wishing to undertake similar efforts.
The Council has also supported school district
based projects to develop organizational models for
training and developing practicing and potential
managers. The following section describes the development of a comprehensive program in Broward
County School System, Fort Lauderdale, Florida.
Applications within Broward County School
System, Florida

The Broward County School System, Florida, is
the nation's ninth largest district. It provides services to 140,000 students in 165 schools employing
approximately 7800 teachers and 670 managers.
The County is located on the southeast coast of
Florida and encompasses communities including
Fort Lauderdale, Hollywood, and Pompano Beach.
This district responded to Florida's Management
Training Act by establishing the Broward County
Management Academy. Impetus for this management training and development program originally
came from local school board adoption of a new
recruitment and selection policy for school-based
managerial positions. The policy established an
entity within the district's structure to provide updating of its existing managers and training for persons aspiring to managerial roles. In addition,
Broward County was one of Florida's leaders in
implementing school-based management practices,
a response to Florida's 1976 Accountability Act

which moved educational decision-making closer to
students being served.
Broward's school managers, facing greater decision-making responsibilities and a mandate to involve faculty, staff, and community in decisions,
needed training and development in order to cope
with their new roles and responsibilities. Decentralization of budgeting and financial responsibilities
and school staffing patterns required new managerial expertise. The state and local commitment to
school-based management, the policy on recruitment and selection and, most importantly, the
legislation calling for new directions in developing
educational managers were the foundation on which
Broward County schools began building its management academy in February 1981.
The Broward County Management Academy
(BCMA) was developed in keeping with the tenets
of adult learning theories and competency-based
approaches to management training and development. Knowles (1980) and numerous adult educators including Bergevin (1967) and Boyle (1958)
have encouraged program developers of adu It learning experiences to involve participants in the program development process. The participatory planning process used in the development of BCMA
involved managers throughout the process. An
ad hoc advisory committee empaneled early in the
process was made up of managerial representatives
from all levels in the organization as well as community and local business and industry -representatives. School managers participated in the development of guidelines and procedures for the operation of BCMA and the development of its goals
and objectives, the criteria for selecting resource
persons, the training curriculum, and a recommendation regarding the placement of the Academy within
the organizational structure of the system. The
BCMA Council was appointed by the Superintendent with these duties and responsibilities:
1. Develop and monitor goals and objectives of
the Academy;
2. Recommend policies and procedures for the
Academy;
3. Develop and recommend
an appropriate
budget for the Academy;
4. Recommend appropriate staff for the Academy;
5. Assess training needs for management levels
served by the Academy;
6. Develop a communication network between
the Academy and management levels served by
the Academy; and
7. Review and monitor programs.
Subsequent to the participatory planning process,
the following goals for the Academy emerged:
1. To assist in and support the process of career

counseling, identification, and training of personnel for management roles;
2. To facilitate the training and development of
practicing administrative personnel;
3. To provide integrated management development programs and services which serve to
enhance the educational effectiveness of the
Broward County School System; and
4. To develop systems, procedures, and activities
to operationalize an effective management
academy and to insure its continuing evolution.
In the fall of 1981, the Academy began to offer
programs.
Participation data reveals consistent
growth during the Academy's two-year history. The
1981-82 figures indicate that managers enrolled in
training and development opportunities on 1,139
occasions; and, in 1982-83, managers enrolled on
2,052 occasions. Plans now call for the Academy to
implement competency-based training and development programs.
Competency models are not new to the field of
educational leadership nor to the field of management training and development. A comprehensive
review of competency literature considering more
than 350 studies was conducted by Lake (1981).
He found substantive weaknesses in the list approach used as the basis of most of these competency studies. Lists are developed by asking principals, teachers, superintendents, and even students
to rate the importance of principal competencies.
Lake questions the validity of aggregate opinions
regarding behaviors as indicators of competencies.
In contrast, Zemke ( 1982) suggests that the competency concept may be the "most exciting and
potentially promising idea to hit the training field
since behavioral objectives." Several distinct approaches are being used in the human resource
development (H RD) field to build competency
models including the task listing analysis technique,
the critical trait technique, the situational approach,
and the job related analysis approach.
In 1981-82, BCMA used the task listing approach
to study the functions and tasks essential to the
principalship in Broward schools. A committee of
"experts" including curriculum directors, principals,
assistant principals, and teachers was formed to
carry out this study. Resulting from their work
was the Broward County Schools Competency
Model for School-Based Managers. Figure 1 illustrates selected functions and competencies taken
from this model.
Inherent in Broward's product were the weaknesses identified by Lake in the listing approach to
developing a competency model. The model resulting from the study, however, provided a starting
place for lieveloping the content for management
training and self-diagnosis tools regarding on-thejob performance. This study did not distinguish
average performance from high performance.
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Figure 1

BROWARD COUNTY SCHOOLS COMPETENCY MODEL ILLUSTRATING
FUNCTIONS AND COMPETENCIES
FUNCTION:

Curriculum and Instruction

Competency Statements:

1.

Identify state and local goals and objectives.

2.

Understand needs assessment techniques.

3.

Conduct a needs assessment which identifies school-center goals and objectives related to the needs
of the school population.

4.
5.
6.

Interpret Broward County curriculum guidelines: standards of service, curriculum continuums, etc.
Design curriculum strategies consistent with the needs of the school-center population.
Develop an effective schedule.

FUNCTION: Personnel Development
Competency Statements:

1.

Understand all elements of the Broward County Personnel Management policies and procedures.

2.

Identify staffing needs at the school center level.

3.

5.

Demonstrate proper application of Broward policy for announcing position vacancies at all levels
within the school center.
Demonstrate successful implementation of the selection process for all personnel with the school
center.
Assign staff to specific responsibilities in accordance with policy and appropriate procedures.

6.

Evaluate staff in accordance with school board policy and the negotiated contract.

4.

Figure 2

SUMMARY OF McBER STUDY FINDINGS
COMPETENCY CLUSTERS

COMPETENCIES
Basic

Purpose and Direction

1.

Commitment to
School Mission

Cognitive Skills

Consensus Management

Quality Enhancement
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7.

Concern for
Image

8.

Participatory
Style

9.

Tactical
Adaptability

Optimal

2.

Sense of
Control

3.
4.

Monitoring
Ability to
Recognize Patterns

5.

Perceptual
Objectivity

6.

Analytical
Ability

10.

Persuasiveness

13.

Coaching Skills

11.

Commitment to
Quality

14.

Firmness in
Enforcing
Quality Standards

12.

Focused
Involvement in
Change

The BCMA staff and council has monitored
McBer's application of the critical trait approach
to the development of a competency model. Derived from the work of Harvard professor David C.
McClelland, the founder of McBer & Company, this
method is called the Job Competency Assessment
Method. It is an empirical and data-based approach
to identifying the characteristics of the effective
performer in the context of the job. Using interview methodology, this study commissioned by the
FCEM yields the competencies which distinguish
the outstanding from the average performers. The
resulting competency model identifies both basic
and optimal competencies for school managers in
Florida. Figure 2 illustrates the major findings of
the McBer study.

On the local level, Broward County has initiated
job related analysis studies of school-based managerial positions using Development Dimensions
lnternational's technology. Studies were conducted
by local personnel trained in job related analysis
techniques and aimed at identifying and defining a
list of "dimensions" descriptive of behavior required
on the job (Byham, 1979). These dimensions are
used to design Targeted Selection Interview quest ions for managerial selections and local training
programs for specific managerial groups. Plans call
for the development of a criterion for assessing performance in managerial roles. Broward's job related analysis of the elementary principalship are
illustrated in Figure 3.

Figure 3

ELEMENTARY PRINCIPALSHIP
JOB RELATED ANALYSIS DIMENSIONS
1.

Tolerance for Stress - Stability of performance under pressure and/or opposition.

2.

Control - Establishing and using procedures to monitor and/or regulate processes, tasks, or activities.
Taking action to monitor delegated activities.

3.

Decisiveness/Judgment - Developing alternative courses of action, making decisions which are based
on factual information and logical assumptions, readiness to make decisions and commit oneself.

4.

Leadership - Utilization and application of the appropriate styles and methods in guiding individuals
and groups toward task accomplishment.

5.

Technical/Professional Knowledge - Understanding of and the ability to apply technical and
professional information.

6.

Planning and Organizing - Defining the course of action for the accomplishment of specific goals for
the Elementary Principal/Intern and/or others, including the appropriate allocation and use of school
resources, effective utilization of personnel and establishing the appropriate activities.

7.

Sensitivity - Actions that indicate a consideration for the feelings and needs of others.

8.

Oral Communication - Effective verbal expression in individual or group situations including gestures
and nonverbal communication.
Analysis - Relating and comparing data from different sources, securing relevant information and
data, evaluating situations, and visualizing potential problems.
Job Motivation - Experiencing a sense of personal satisfaction from the activities and responsibilities
of the principalship.
Initiative- Active attempts to influence events to achieve goals; self-starting ~either than passive
acceptance. Taking action to achieve goals beyond what is necessarily called for.

9.
10.
11 .
12.

Impact - Creating good first impressions with individuals and groups, projecting confidence and
security, exhibiting professional demeanor.

BCMA is incorporating identified competencies
and accompanying behavioral detail to provide
training for persons aspiring to the job of schoolbased manager and professional development activities for practicing managers. The first step toward
this end is the analysis of existing Broward County
Management Academy training
programs and
courses in contrast with the competency model to

determine completeness and relevance in developing
high-performing school managers. A second step
will involve the development of a self assessment
tool designed to assist practicing or potential managers to identify their developmental needs. Based
on this data, individual management development
plans will be initiated for Broward managers.
7

Implications

The_ Browar~ Co_
u nty School system has begun to
move in the d1rect1on set by Florida's Management
Training Act in developing competency-based training a~d development programs, competency-based
selection procedures, and procedures to assess the
performance of their school managers. Developing
,ts human resour~es through state-of-the-art approaches to screening, selection certification training and development, evaluatio~, and compe~sation
~ased on the competencies unique to high performing managers places Broward County among the
leaders in implementing human resource development approaches in educational settings. Florida
and Broward County Schools are making significant
progress toward implementation of comprehensive
systems . design~d _to upgrade the managers of
schools in t_he ?!strict and the state. While progress
has been s1gnif1cant, much remains to be done.
Certification programs being designed wi 11 develop
knowledge and skills of high performing school
managers throughout the state and impact the university preparation programs in Florida. Universities
have a responsibility and a challenge to examine and
update their educational leadership curriculum and
n:iet~odologies, t~ develop their professors' expertise in th~ behavioral science technologies, and to
collaboratively work with school districts to upgrade school managers. One of the toughest issues
yet to be handled will be performance-based compens~tion programs, designed to reward high performing school managers. The nation's attention is
now focused on compensation for merit pay plans
for teachers, and Florida will be taking the lead in
educationa l circles in developing similar plans for
school principals and other managers. The intent of
Flor!da:s legislatur~ to upgrade the managers of
Fl~mda s schools 1s systematically being accomplished. The s_tudents being served by schools led by
high performing managers will ultimately benefit.
Competency-based approaches have their merits
and Florida is certainly a leader in the nation i~
id~ntifying min!mal competencies for students, generic competencies for teachers, and current efforts
focusing on high performing competencies for
~chool managers. While it has great value, embrac1~g_the_con:1p~te~cy approach wholly without recognizing its lim1tat1ons may be short-sighted. Caution
is in order in that competency models may be an
attempt !O explain complex phenomena by discrete,
standardized concepts, resulting in excessive reductionism, (Collins, 1983). Experienced principals
will probably recognize the value of a competency
model, but may not accept it as an answer to all
their problems. Building training for school man-
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agers only on one source of data based on a definitive list of precisely determined and enumerated
competencies may not be totally acceptable.
Pra_cticing, experienced school managers as adult
self-directed learners will need some input into their
own professional development needs. While the
con:ipetency model will provide an excellent opportunity to systematize training of school managers,
a look also at the individual perceived needs of
adult learners will guarantee a balanced approach .
. Florida's and _Broward's initiatives hold implications beyond this state. Probably the most significant positive impact will be the application of
human resource development approaches to educational settings. The recognition that an educational
o~ga~iz?tion's most valuable resource is the people
within 1t has great potentia I. Efforts to systematically select, train, certify, develop, evaluate, and
compen~te school managers and other school pers~nnel will be o!le of the most far reaching education can make in the 80's. Applying human resource development technologies and strategies in
Florida's public school organizations places Florida
on the cutting edge nationally. Business and indust~y have lo~g recognized the value of paying attention to their l:leople, but education has only begun
to take the first steps toward making human resource development a reality in its organizations.
The future holds promise for Florida's practicing
and potential educational managers. Efforts of the
Florida legislature, the Florida Department of Education, the Florida Council on Educational Managemen~, and local districts like Broward County are
moving beyond tradition on their way to excellence.
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INTRODUCTION
The preceding article by Sweeney and Gardner
describes a number of research and development
initiatives by the Florida Department of Education
and the Broward County Management Academy
which are instructive to those of us in higher education concerned with the preparation of educational
managers. The purpose of the present article is to
highlight several ways in which these initiatives constitute major departures from traditional conceptions of the principalship and to suggest commensurate changes which must occur in higher education institutions if they are to have a significant
leadership role in influencing the principalship of
the future.
I.

II.

DEPARTURES FROM TRADITION

Viewed from an historical perspective, the R&D
initiatives described by Sweeney and Gardner signal
rather dramatic shifts (1) in the definition of
"adequately prepared" administrators; (2) in the
respective roles and responsibi Iities of state departments of education (DOE's), local education agencies ( LEA's), and institutions of higher education
(I HE's) in preparing such educational leaders; and
(3) in the methodologies and technologies brought
to bear in the preparatory process.
Shifts in the Definition of" Adequately Prepared"

The first shift, and perhaps the most fundamental

Peter J. Cistone is .Dean of the
School of Education and Professor of Educational A dministration at Florida International University, Miami. Dean Cistone is
Vice President of the American
Educational Research Association
and a former President of the
University Council for Educational Administration.
He received his Ph.D. degree in Educational Administration from The
Pennsylvania State University.
His academic interests include the
governance and politics of education, schools as organizations, and
higher education administration.

one, is how we accept a person as "adequately
prepared" for the principalship.
Traditional notions have tended to emphasize
credentials and previous work experience as indicators that a person is "adequately prepared" for the
principalship. Completion of specific formal, credit/
degree-oriented course work at a university and "X"
number of years of "successful" teaching experience
typically rendered a person eligible to receive a state
license (certification) to practice as a school administrator. With the exception of periodic state reviews of these preparatory programs for sanctioning
purposes, universities have been relatively autonomous in defining the content and skills to be inculcated within potential administrators eventually
judged to be "adequately" prepared. Such discretion vested in departments of educational administration, and exercised by the individual faculty
members therein, has permitted little external control over the product reliability of the eventual
graduate.
Except for the broad curricular outlines (course
titles and credit hour requirements) imposed by the
state's program approval mechanisms, the graduate
curriculum in school administration has not been
systematically standardized from university to university in terms of what a potential administrator is
taught or needs to learn. Likewise, the level of
excellence required of potential administrators in
these educational undertakings has not been uniform among universities. Consequently, product
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variability, rather than conformity to uniform standards of quality control, has tended to characterize
those graduating from different universities. Despite the evident variations, in the eyes of traditional
certification practices, all such graduates have been
"adequately prepared" to receive a school administration license. Throughout this preparatory process, the local school districts, which are the eventual employers, have had very little, if any, input
into what potential administrators are taught or
what desired characteristics are ultimately received.
New conceptions of "adequately prepared" administrators, as reflected in the Sweeney-Gardner
paper, differ markedly from the traditional ones
just noted. Completion of a program of university
study and certain prior work experience is being
relegated to a necessary but not a sufficient prerequisite for licensure. The emphasis on credentials
and experience is not being abandoned; it is being
augmented by another variable, namely, performance. The movement is from a consideration of
course titles, credit hours, grade point average, and
work experience per se to a consideration of the
specific abilities one possesses and the performance
of individuals in "principal-like" situations. The
bases for this shift are the empirical linkages being
established between effective schools and effective
principals. While little empirical evidence exists to
positively link "school effectiveness" to principals'
degrees, courses completed, grade point averages,
and prior work experience (the traditionally accepted indicators of "adequate preparation"), a
growing body of research is linking the highly successful schools to specific behavioral attributes of
principals. The "adequately prepared" principal is
not one who has been certified by the traditional
means, but one who can validly demonstrate behaviors characteristic of a class of high performing
principals in high performing (effective) schools.
Aside from the mere identification and utilization
of these new behavioral benchmarks, their validity
as perceived by local school district personnel is
another significant aspect of the shift in definition •
of the concept "adequately prepared". The traditional dominance of the state and of universities
in defining and prescribing adequacy has given way
to significant involvement of practitioners in developing the behavioral attributes of effective principals.
As a result, the emerging definition of
adequacy is one with which practitioners can more
readily identify and to which they are more willing
to give credence. This perceived validity of the
emergent benchmarks of adequacy is an essential
complement to their empirical validity. The latter
establishes the benchmarks as important influences
in developing effective schools, while the former
predisposes school systems and personne l therein to
utilize them to such ends. The perceived validity of
· these benchmarks is particularly significant since
they not only are becoming the basis for redefining
the educational needs of administrators, but they
also are destined to guide eventual certification,
selection, placement, assessment, continuing pro-
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fessiona l development, and compensation policies
relat ed to the principalship. In short, this redefinition of adequacy impacts the entire personnel
management process associated with the principalship. These benchmarks of performance become
the organizing framework for integrating what
largely has been a fragmented set of personnel
policies into a coherent human resource development (H RD) system for principals. The resultant
implications for higher education, as will be noted
later, extend throughout this emergent HR D system.

Shifts in Roles and Responsibilities
Changes occurring in the definition of an adequately prepared principal have been accompanied
by shifts in the traditional roles and responsibilities
of DO E's, L EA's, and I H E's. These shifts, at least
in Florida, have been precipitated by legislative
action mandating the DOE to create the Florida
Council on Educational Management (FCEM),
which has been placed in a position of responsibility
to eventually redesign the entire spectrum of state
policies governing the principalship. While such
policies have yet to be developed pending the outcome of the on-going competency studies and other
R & D efforts, it appears reasonable at this stage to
project eventual shifts in DOE, LEA, and I HE roles
and responsibi Ii ties related to the principalship.
Such changes are presented in Table I.
Shifts in Methodologies and Technologies
The third and final shift discernible from the
Sweeney and Gardner article concerns the ways in
which principals are being prepared and the technology that is being brought to bear in that process.
The traditional large group, lecture oriented, thematic workshop as the predominant training method
is giving way to a wide spectrum of developmental
opportunities designed to change principals' performance in pre-specified ways. These include:
1.
Structured and supervised internships/
shadowing experiences
2.
Sabbaticals
3.
Job rotations exchanges
4.
5.

Self and small group study
Project development

6.

Behaviorally-oriented workshops

7.

Problem solving seminars/projects

8.

Action planning teams

9.

Job enrichment and job re-design

Perhaps more significant than the shift in training
methodologies is the broadened recognition that
t rain ing per se is only one way of altering a principal's behavior and that other approaches are not
only desirable but essential for creating enduring
change. These latter approaches primarily call for
the application of various technologies related to
the effective management of human resources.
Examples appear in Table 2.

TABLE 1

PROJECTED SHIFTS IN ROLE AND RESPONSIBILITIES OF
IHE, DOE, AND LEA

IDENTIFICATION
OF COMPETENCIES

SELECTION
OF PRINCIPALS

TRADITIONAL ROLES/
RESPONSIBILITIES

PROJECTED ROLES/
RESPONSI Bl LITI ES

•

IHE: Episodic, relatively locallyfocused studies conducted by
individual professors.

•

IHE: FCEM-contracted statewide studies
by performance measurement specialists
within and outside IHE's.

•

DOE : Ambiguous DOE plans with
respect to the eventual utilization
of such research.

•

DOE: Clear legislative mandate for
eventual utilization of such research in
policy formulation.

•

LEA: Used as a data source.

•

LEA: Funded to do companion job
analysis/task analysis studies.

•

IHE: Indirectly involved in
selection by virtue of control over
admissions, grades, and degrees.

•

IHE: Consults with LEA in interviews
and assessment center processes. Provides
prescribed curriculum for entry level
certification eligibility.

•

DOE: Indirectly involved by setting
broad coursework/degree completion
requirements to be eligible for
selection.

•

DOE: Through FCEM, establishes the
competency dimensions which must
characterize applicants graduated by
IH E's and selected by LEA 's.

•

LEA: Selected on basis of credentials,
past work experience, and largely
impressionistic data.

•

LEA: Uses state competency dimensions
and LEA-derived job analysis/task analysis
data to systematically select applicants
based on behaviorally oriented interviews
(i.e. Target Selection Process) or actual
performance ( i.e. assessment center
situations).

Pre-service:

TRAINING OF
PRINCIPALS

•

DOE : Broadly sets pre-service
course work/degree requirements for
persons seeking certification.

•

DOE : Establishes specific behavioral
competencies which must be developed by
state approved programs.

•

IHE: Conducts credit courses oriented
primarily toward acquisition of
information.

•

IH E: Provides competency/performance
based curricula.

•

LEA : Episodic involvement in IHE
courses as "resource persons" and as
field supervisors during internship.

•

LEA: Expanded and systematic involvement of select LEA personnel as resource
persons, adjunct faculty, and advisors of
curriculum development matters.

In-service:

•

DOE : Sponsorshipofstateand
regional thematic conferences.

•

DOE: 1) support of the statewide Florida
Academy for School Leaders, 2) approval
of LEA's "District Management Development Plans," and 3) funding of innovative
performance-based training projects.

•

IH E: Conducts non-credit courses and
presents credit-bearing continuing
education/off-campus courses.

•

IHE: Develops and conducts behaviorally
oriented courses and workshops consistent
with LEA's "District Management
Development Plans."

•

LEA : Conducts thematic, nonbehaviorally oriented workshops,
primarily with in-house staff or
IHE education professors.

•

LEA: 1) develops and implements
"District Management Development Plans"
which are linked to research on school
effectiveness and high performance principals, 2) provides a wide range of methodological options for dev,,eloping such
competencies, 3) develops resource networks and accesses a broad spectrum of
resources in IH E's, in the private sector,
and internally.
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APPRAISAL
OF PRINCIPALS

COMPENSATION
OF PRINCIPALS

•

DOE: No specific responsibility.

•

DOE: Approval and monitoring of LEA
compliance with performance-based
appraisal and evaluation plans which are
keyed to behavior attributes associated
with effective schools.

•

IHE: No specific responsibility.

•

IHE: Assists LEA's in developing performance based appraisal and evaluation plans
and instruments, and in analysis of data.

•

LEA: Principals appraised on basis
of various non-behavioral, nonempirically grounded traits.

•

LEA: Plans and implements evaluation
system which appraises principals'
performance in comparison to behaviors
known to be associated with effective
schools.

•

DOE: Involvement limited to statelevel advocacy for across-the-board
salary increases for educational
personnel.

•

DOE: 1) Approval of LEA's performancebased compensation plans, 2) implementation of merit pay plans for principals at
state level.

•

IHE: No involvement.

•

IHE: Assists LEA's in development of
compensation plans.

•

LEA : Compensates principals on
basis of experience, degrees, and/or
other non-behavioral traits.

•

LEA: Develops and implements
compensation systems based upon principals' "high performance," behavioral traits,
and school effectiveness data .

TABLE 2

APPLICATIONS OF TECHNOLOGY IN THE DEVELOPMENT
OF MORE EFFECTIVE PRINCIPALS
TECHNOLOGIES

UTILIZATION IN CHANGE PROCESS

JOB ANALYSIS/TASK ANALYSIS
TECHNOLOGY

•

Participants learn about the strengths, weaknesses, and developmental needs
associated with key administrative positions and the productive and dysfunctional
behaviors of persons therein.

•

Participants undergo self-evaluation and diagnose their developmental needs.

•

Participants observe positive and negative role models.

•

Participants gain insight into how to productively alter aspects of their jobs and
associated tasks.

•

Participants develop a gestalt understanding of how the system "fits together as a
whole" or, conversely, how and why it does not.

•

Participants assess individual talents and professional inclinations.

•

Participants learn of and plan for the educational, experiential, and performance
standards associated with a spectrum of positions within the organization.

•

Participants establish personal and professional goals and development plans.

•

Participants develop an orderly perspective into their current circumstance and
its relationship to a set of career options.

•

Participants monitor and assess themselves within the goals and timetable framed
by their career development plan.

•

Participants demonstrate and/or document specific behavioral attributes they
possess.

•

Participants evaluate their past and present performance capabilities.

•

Participants encounter individuals and situations which challenge their
repertoire of skills.

CAREER PLANNING AND
DEVELOPMENT TECHNOLOGY

PERSONNEL SELECTION
(E.G. TARGETED SELECTION/
ASSESSMENT CENTERS)
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PERFORMANCE APPRAISAL
TECHNOLOGY

Ill.

•

Participants develop a sense of what organizations/systems expect in terms of
performance.

•

Participants acquire feedback which assists in establishing career plans and
professional development objectives.

•

Participants conducting the selection interviews or applying assessment technologies learn of the breadth and depth of talent available within the system.

•

Participants learn the performance standards valued by the system.

•

Participants receive specific performance-oriented feedback.

•

Participants associate specific behavioral/performance attributes with rewards
and incentives within the system (behavior is shaped by its consequences).

IMPLICATION FOR CHANGE IN
HIGHER EDUCATION

Viewed from a futuristic perspective, the initiatives described by Sweeney and Gardner and the
shifts postulated in the present article pose a new
agenda and set of challenges or opportunities for
higher education. Among those areas most impacted by these developments are ( 1) Collaboration;
(2) Curriculum and Program Development; (3)
Human Resource Development; (4) Faculty Development; and (5) Research. The remainder of this
article is devoted to a summary of changes that are
essential if higher education is to have any significant impact upon the principalship of the future.
Collaboration

The traditionally loose linkages between I HE's
and the associated DOE and LEA's will have to
become more . firmly and substantively established
if higher education is to have a significant role with
regard to the principalship. The emerging roles and
responsibilities of these three organizational entities
call for very focused and goal-oriented patterns of
interaction (see Table 1). Higher education must
begin to view its relationship with the DOE and
LE A's as a partnership which ( 1) acknowledges and
values the unique strengths and contributions of all
players and (2) subordinates or, at least, productively correlates vested self-interest to the interest
in a set of shared objectives related to the principalship.
Achieving such a sense of collaboration will require new attitudes, structures, and situations in
higher education. Attitudinally, the "ivory tower,"
"guardian of the truth," "let them come to us"
syndrome wi 11 have to give way to interdependence,
mutual respect, involvement, and mutual problem
solving. Structurally, higher education must develop organizational patterns and positions which
facilitate external organizations' entry and access to
faculty, programmatic, and other I HE resources.
Such organizational patterns and positions should
provide for close and continuing articulation with

the DOE and LEA's on matters related to the principalship. Situationally, higher education must offer
climates and circumstances which will foster greater
collaboration. These include involving DOE and
LEA personnel in various IHE committees/task
forces, making courtesy and other types of faculty
appointments from the personnel ranks of the DOE
and LEA's, and actually assigning faculty to school
district facilities and district personnel to campusbased offices.
Additionally, I H E's must adopt
facilitative internal policies such as those which
govern ( 1) faculty incentives for engaging in serviceoriented and action research projects and (2) faculty
assignment in off-campus or non-instructional roles.
Curriculum and Program Development

Graduate curricula in school administration must
be assessed in terms of the expanding research base
concerned with principals who manage effective
schools. Course objectives must be oriented toward
the acquisition of specific competencies rather than
toward content transmission or mere knowledge
acquisition. Individual professional discretion in
deciding what is taught will be restricted as states
move toward accrediting graduate courses based
upon their congruence with legislatively mandated
competencies for entry-level administrators. This
does not mean that graduate instruction must be
restricted to such state curricular prescriptions, but
that, as a minimum, approved graduate programs
will have to account for their effort and impact in
helping students acquire competencies associated
with higher performing principals. As this process
unfolds, courses are likely to become more problemfocused than content-focused, more field-based than
campus-based, and more applied than theoretical.
Additionally, traditional paper and pencil evaluations of students will be augmented by an increased
emphasis upon students' demonstrated performance
in actual situations. Likewise, instructional methodologies will increasingly need to shift from purely
lecture/discussion formats to experiential modalities
such as role playing, simulations, demonstrations,
practice, research, shadowing clerkships, and internships.
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Human Resource Development (H RD)

Educators traditionally have viewed thei r expertise to be that of helping people learn or helping
people change their behavior. The primary, if not
sole, mechanism 'educators have relied on to achieve
this end has been formal "training". While learning
and behavioral change wi II continue to be the end
toward which they strive, educators must expand
their vision to include a broad range of mechanisms
to achieve such ends, with training per se being but
a single option.
The Sweeney and Gardner paper makes it abundantly clear that state legislatures and progressive
LEA's are seeking to achieve behavior change in
principals vis a vis ( 1) developing and commun icating empirically-established models of com petence; (2) utilizing behaviorally-targeted personnel
screening and selection procedures; (3) developing
jobs and career options which are open only to
persons with select behavioral attributes; (4) evaluating personnel based upon their ability to demonstrate behaviors associated with desired consequences in schools; and (5) utilizing reward and
incentive systems
that are keyed to specific
behavioral/performance outcomes.
Accordingly,
the traditional repertoire of professional expertise
will require expansion to include skills in designing
and utilizing the various technologies noted in
Table 2 - technologies which encompass the spectrum of processes related to the effective management of people. In short, the educator must become
the human resource developer.
Faculty Development

The willingness and ability of faculty to under-

take these new responsibilities and tasks associated
with t he preparation of principals will be contingent
upon their own professional development. Formal
faculty development programs will be required to
impart essential knowledge, skills, and attitudes.
These programs will draw heavily upon expertise in
the fields of personnel administration, management,
organization development, industrial psychology,
and cultural anthropology, as well as the traditionally utilized fields of education, psychology, and
sociology. Faculty development wi II need to focus
on skills rel ated to contextual analysis, policy
studies, problem identification, problem analysis,
decision analysis, and ethnographic, qualitative, and
evaluative research. The mechanisms of informal
faculty development will need to resemble those
experiential ones specified earlier for implementing
the new curriculum in educational administration,
namely mechanisms which are problem-focused and
field-based.
Research

One of higher education's major contributions to
the emerging patterns for preparing principals lies in
the area of research. Universities will have to forge
research partnerships with the DOE and LEA's if
such contributions are to be realized. It is unlikely
that such contributions can be made if research is
conceived, conducted, and reported without regard
to policy-setting bodies (e.g., DOE) or to practitioners' needs (e.g., principals, LEA's). In fact, it
seems rather clear that DOE's and LEA's are willing
and able to go it on their own if universities fail to
give proper priority to applied and collaborative
research projects.

SCHOOL ADMINISTRATION: THE TRADITIONAL
BATTLEGROUNDS
Perhaps more conflict between research and practice occurs in the area of
educational administration than any other area in education. That may be because
the practitioners are so vulnerable and the theory must cover a wide area, from
economics to social-philosophy. In the previous articles, Sweeney and Gardner
represent a practitioner's view. They come close to telling researchers where
the "political clout" is and how research could improve in the future. Divita and
Cistone respond by developing a plan for research that accepts the political
reality without a great deal of complaint, and considerable creativeness.
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Curriculum Integration:
An Issue in Educational Research,
Theory & Practice
1

Louis M. Smith, Howard Siegel, & Amy Spiegel
Editor's Note: Several years ago Schaefer wrote about the school as a place of
inquiry. Smith, Siegel, and Spiegel seem to have made it just that, at least for them. In
doing so they also demonstrate how theory can explain curriculum structure and research
and find a home in the "real world" of classroom teaching.

Louis M. Smith is Professor of
Education at Washington University. Formerly a school psycho/•
ogist with the St. Paul, Minnesota
Public Schools, he is author of
The Complexities of an Urban
Classroom and Anatomy of Edu·
cational Innovation. His religious
background is Protestantism.

1. The Initial Perspective: An Overview

The invitation to join the discussion in this issue
of the Journal triggered a number of reactions which
seemed to capture some of the realities of the inter·
dependence of educational research, theory, and
practice, at least as we have come to understand
these relationships. In the course of expanding
these reactions we have reconstrued the original task
set by the issue editor but tried to retain the spirit

Amy Spiegel was born and
raised in Minneapolis, Minnesota.
Her religious background is Reform Judaism. She is an under•
graduate student at Washington
University majoring in elementary
education and will graduate in
June, 1984.

Rabbi Howard Siegel received
a B.S. Ed from the University of
Minnesota, a Bachelor of Hebrew
Literature (B. H. L.) from the University of Judaism in Los Angeles,
an M.A. and Rabbinical Ordination from the Jewish Theological
Seminary in New York.
Rabbi Siegel has taught in the
Portland, Oregon Public Schools,
was the founding director of the
Solomon Schechter Day School
(1981-1983) and is presently the
spiritual leader of Beth Tikvah
Congregation in Richmond, 8. C.
Canada.

of the endeavor. It's that story, the thinking behind
it, and the way the thinking went which form the
basis of the present essay.
Picture the following: Smith has taught at Washington University for almost three decades. He has
had a long term interest in educational field study
research, theory, and practice (Smith, 1977, 1979;
Smith & Geoffrey, 1968; Smith, Dwyer & Prunty,
1981 ). This year for the first time he offered an
undergraduate course in educational anthropology.
Doing a small ethnographic study was a key part of
the course. Concurrently he has been on the educational advisory board of a newly founded school,
the Solomon Schechter Conservative Jewish Day
School. One of the key issues in the school con·
cerns the relationship between the general studies
program (sometimes called the secular program) and
the Jewish studies program (sometimes called the
Judaic or religious program). Smith had also been
feeling guilty about his minimal time involvement
in his advisory board role. Also he has had ex·
tended involvement with educational research and
evaluation in the United Kingdom and the British
Commonwealth
(New Zealand and Australia)
(Hamilton etal., 1977). In that culture the work of
Basil Bernstein (1971) has been important. The
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essay, "On the classification and framing of educational knowledge," · has seemed theoretically important but also incomprehensible.
Siegel is a Rabbi in the Conservative Movement
in Judaism. He has been active for a number of
years in Jewish religious education. For the last
two years he has been Principal of the St. Louis
Solomon Schechter Day School. Spiegel is an
undergraduate in the Department of Education.
Recently she has completed STEP, the pre-service
School-based Teacher Education Program. This
semester, among several courses, she enrolled in
Smith's Educational Anthropology. Her religious
background is Reform Judaism.
The editor's invitation suggested the possibility
of integrating these diverse strands. Several key
generalizations on research, theory, and practice
seem to be assumptions of importance to this discussion. (1)Lutz and Smith are part of a university
educational research community or social system.
Problems, issues, and opportunities in theory and
practice flow in and out of such communities. (2)
Local educational communities and subcommunities exist. Rabbi Siegel and Smith belong to one of
these; Ms. Spiegel is in the earlier stages of socialization into such communities. (3) Smith keeps trying
to digest theoretical positions from social science
and education toward a more general educational
theory which will increase the power of practitioners to solve their self defined problems. For
him ethnographic field research mediates between
the abstract theories and the practical problems.
(4) One of the best situations for personal learning
and educational change involves interpersonal
intellectual grappling over significant problems and
ideas in a concrete real life setting.

There was no requirement that "integration" be
central to her paper; at a minimum she was urged to
keep an eye out for it. As a point of fact, it became
increasingly a key issue. (5) All agreed to have a
look at Bernstein (1971). Smith's gambit, which
was sincere: "I think his chapter is relevant and
important, but I've never been able to make it
work. Can we use it as a starting point and see
where it goes?" (6) At that point, Spiegel began her
project. Informal conversations occurred in and out
of class. Smith and Siegel began a series of discussions on Bernstein and the "realities of curriculum
integration" in the school. (7) Later these discussions were supposed to become more involved
among the three of us. That never really happened
in that we were each too busy; the real offender
here was Smith - his worst semester in twenty-five
years.
In a fundamental sense, the three of us are
participant observers. The kind of participating and
the kind of observing varied dramatically among
ourselves. The point we wish to accent is the
power of the inquiry and the kind of data generated
when a principal, a board member, and a student
teacher coalesce in an effort to understand an
educational system, program, or problem.
The history of the problem and the concrete
procedural steps involved, we believe, capture the
interpersonal dimensions involved in one form of
the integration of research, theory, and practice.
We are not suggesting this as either the only or the
best way for blending the three. This is the way it
worked for us, this time, in this setting. For us,
working out such relationships while always idiosyncratic, is also always complicated and time consuming.

2. Procedures

3. The Basil Bernstein Position

Although most of the initial effort was begun by
Smith the arrangements involved several steps. ( 1)
Discussions were held between Smith and Siegel and
Smith and the teachers of the school. Most of the
teachers were not too much interested in any formal
writing, but rather in the possible help that undergraduate participant researchers might provide.
Spiegel fulfilled part of that relationship. (2) Discussion occurred with Lutz, the editor, about possible variations on his initial ideas. He okayed
alternative creative resolutions. (3) With the small
undergraduate class it was suggested that the Solomon Schechter School might be one possible project setting; Spiegel indicated an interest and conversations were begun. She made her own way in
the system. She would do a course paper and
somehow link up to the project. (4) The curriculum
integration problem had been a key issue in the
school since the beginning conceptualization of the
school, in discussions in the faculty, and in the
advisory board. In a sense it was everyone's problem. At another level Spiegel had seen curriculum
integration issues as part of STEP, her professional
teacher training program at Washington University.

Before rais.ing further complexities of the school
situation it seems useful to introduce Basil Bernstein's (1971) theoretical position. It was our hope
that his position would help clarify our thinking
about the practical problems of curriculum integration at Solomon Schechter and that the "realities"
of the school would help us extend and revise his
theoretical position. In effect we hoped we caught
the intent of his conclusion.
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It should be quite clear that the present
application of the concept requires at every
point empirical evidence . ... 2
I hope that the kind of questions raised by
this approach will encourage sociologists of
education to explore both theoretically, and
empirically, the structure
of educational
knowledge which I take to be the distinctive
feature of this field of inquiry. (1977, p227).

(Italics in original)
His two central concepts are classification and
frame. The former breaks into strong classification
and weak classification. In strong classification,
subjects (math, science, literature) are insulated

from each other; a collection code exists. In weak
classification, subjects come together in various
ways; an integrated code exists. In Bernstein's
analysis a number of consequences follow from a
shift to integrated codes from the more specialized
collection codes. These include changes such as: a
shift from content closure to content openness, a
disturbance of authority structures with in d isciplines, changing educational identities (eg. "He's a
historian; she's a biologist") and even shifts in concepts of property and turf ("I do this ; you do
that"). Further, he argues that changes occur in
educational priorities, ways of knowing versus
attaining states of knowledge, and changes in pedagogy, group and self regulated teaching and learning
versus more didactic teaching and learning. In
short, in the highly insulated collection code each
of the disciplines legitimates the knowledge; the
specialist is the ultimate authority.
Further,
"Strong classification reduces the power of the
teacher over what he may transmit" (p. 206). Still
further, common sense, practical knowledge is less
important than " book knowledge" for it is specialized knowledge that resides in books. These seem
very important implications.
Initially, "framing" had seemed less central to
our understanding of curriculum integration, but
we found both his analysis and our observations
dragging us into this aspect. Framing has to do
with locus of control over what is taught: the
selection, organization, and pacing of knowledge.
Strong framing, in his illustrations, typically refers
to content being determined outside the classroom,
by national exams, textbooks, outside committees.
One is reminded of college entrance in the United
Kingdom and the British Commonwealth dominated by subject matter examinations and the
demand that secondary teachers teach to those.
Weak framing exists when teachers and pupils control the content agenda. 3
Very simply, Bernstein is asking the reader to look
at curriculum - as a code which is collected or
integrated and which is controlled internally by
teachers and youngsters or externally by outside
forces. Those seem different from the curriculum
questions in vogue in America since Tyler (1950)
wrote his influential outline.

4. The Realities of the Solomon Schechter School
4.1 Early Decisions, History and Structure
All practical school issues seem caught up in a
mix of decisions, local context, and history. In the
view of some, St. Louis has an unusual Jewish community. The Reform group is much larger than
the Conservative, which consists of only three congregations. St. Louis has not been a center for
Israeli emigrants, which, in turn, creates limits in
the number of individuals fluent in Hebrew. The
Orthodox community has supported an elementary
school for a number of years. There is some talk

about beginning a Reform school. In planning for
the Solomon Schechter Day School's initial year a
decision was made to hire a general studies teacher
and a Jewish studies teacher and to split the day for
the kindergarden and first grade classes along morning and afternoon lines. Miss A taught Jewish
studies to the kindergarden in the morning and to
the first grade in the afternoon. Miss B taught
general studies in the reverse order. That "simple,"
"practical" decision, its reasons, and consequences
have set the parameters for much of what occurred
during the first year of the school's operation and
much of what would happen in the second year. 4

4.2

Curriculum at Solomon Schechter

The Bernstein theory has seemed more of a heuristic. As we tried to understand it conceptually
and talk about it in terms of our varied experiences
in the school as teacher education major, Board
member, and administrator it kept pushing us to
look again, think some more, look again and think
some more. As we will indicate, integration seemed
to have multiple definitions and each of the multiple definitions seemed to have a variety of antecedents and consequences. Our pictorial models
kept coming together, falling apart, and coming
together again. Finally we have settled for several
figures.
The curriculum for Conservative Jewish Education by design, has Jewish Studies and General
Studies. But as indicated in Figure 1, these are just
the two main strands. As is obvious they are really
two clusters, or curricular areas rather than disciplines in the Bernstein sense. If these clusters are
collection codes in their own right, then we have to
look for the "disciplines" or the specialties within.
The strands of general studies, the 3R's and the
other curricular areas seem straightforward, like
any other "good" elementary school. The Jewish
Studies strand broke into four reasonably defined
threads: Hebrew, Jewish Religion, Jewish Culture,
and Israel. The Hebrew thread in turn broke into
reading, writing, and speaking - a living language.
One of the most important generalizations here
is the relativity in what counts as a collection,
cluster, strand, or thread. A relative if not arbitrary
quality exists within the "disciplines" in the elementary school. If this is true, then integration
exists in many hybrid forms; e.g. , language arts or
an integration of reading, writing, spelling, and oral
expression. Further to talk of schools classified
into codes, or countries and continents as Bernstein
does, e.g.... "the European form of the collective
code," presumes both a major conceptual schema
and complex empirical data which seem removed
from the realities of our setting. The integration of
the disciplines and the units of analysis becomes an
important problem in its own right.
A second very powerful aspect of his position is
the continuing focus on what the elements of the
curriculum are and just how they are put together.
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Figure 1

CURRICULUM AT THE SOLOMON SCHECHTER DAY SCHOOL
CONSERVATIVE JEWISH EDUCATION

General Studies

Jewish Studies

1.

Language Arts

Hebrew

2.

Mathematics

Jewish Religion

3.

Science

Jewish Culture

4.

Socia I Studies

Israel

5.

Art

6.

Music

7.

P.E.

{:~ft1~~g
Spelling
Oral Expression

We started with the rubrics "general" and "Jewish"
but the realities were "general 1, 2, 3 . . . " and
"Jewish 1, 2, 3 ... " Teachers and children identified and acted upon the substrands and threads.
Multiple combinations and permutations existed for example, using the children's Hebrew names
and Hebrew numbers on occasion in P.E. games and
activities. Such illustrations kept forcing us to ask
- What is an integrated code? What is a collection
code?
Third, as we observed the teachers and children
and continued to read Bernstein we began to see
other kinds of integration: 1) within-teacher integration, Bernstein's teacher based integration. Examples occurred such asa "general studies language
experience" in which the youngsters were asked to
draw a picture, and write a story of their favorite
Purim characters, from one of the Jewish Holidays.
The pupils dictated their story to the teacher. Later
they transcribed what the teacher had written. 2)
Between-teacher integration, teacher-based, i nvolving two or more teachers in teaming, is a form which
occurred very infrequently. 3) Teacher style is a
pedagogical integration in which the approach to
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Reading
Writing
{ Speaking

lessons across subjects is the same: that is, introduction, reading, recitation, work sheets, teacher
corrections. 4: An activity or project integration,
such as the science fair program, seemed to cut
across teachers, children, and parents and brought
to bear diverse intellectual and social skills of the
pupils. These seem to confound the knowledge
based definitions of collection and integrated codes.
5. Themes and Issues in a Theory of Integration

Initially we tried to build an invent-0ry of
"inhibitors" to curriculum integration, but that
kind of theorizing gave us difficulty because simple
cause-effect relationships did not fit the data from
our observations and experiences. Antecedents,
consequences, correlates, and different manifestations of curriculum integration seemed to be "all
mixed up together." Figure 2 contains a summary
of these. As this evolved we seemed to be returning
to a "systemic" or "holistic" bias, a perspective
held more formally by Smith but one that was not
incongruent with Siegel's religious education position nor with Spiegel's teacher education position.

Figure 2

THEMES AND ISSUES IN INTEGRATING JEWISH AND GENERAL STUDIES
1.

The Complexity of the Conservative Alternative
"Our successes become Orthodox; our failures Reform"

2.

The Varied Backgrounds of Staff
1.
2.
3.

Reform to Orthodox
Heterogeniety in beliefs, practices among staff
Lack of congruency in belief and practice

3.

Hiring Practices
Teachers who do one or the other (Jewish Studies or General Studies)

4.

Teacher Professional Knowledge and Skills
1.
2.

Limited knowledge of Hebrew among general studies staff
Limited range of teaching strategies and skills - unit methods

5.

Administrator Background, Beliefs, and Style.

6.

Parental Pressures for Priority of Secular/General Studies
"The Jewish John Burroughs School"

7.

Admission Policies
As pupils have average ability or have special learning disabilities the Hebrew
load becomes very heavy.

8.

The Potent Rabbi Group

9.

Time as a Finite Resource.

5.1 The Thrust of the Conservative Position
Each of us was surprised or perceived anomalies
within different issues or events. For a non-Jew
one of the major findings (and more of an assumption by the others) is the centrality of the integration of the secular and the religious to the Conservative position between Reform and Orthodox
in Judaism. With good humor a Rabbi once commented on the difficulties of the Conservative position: "Our successes become Orthodox; our failures
Reform." Blending the modern, assimilative trends
and the traditional, separatist forms into a fulfilling
life is at the core of the Conservative life style
(Bronsen, 1982; Gordis, 1956; Blau, 1966; Davis,
1963; Steinberg, 1971, Wirth, 1928). The Solomon
Schechter School's central educational socialization
ol:Jjective involves integration. Thus, integration is
no simple value free descriptive or analytical concept. It is value laden to such a degree that one
wonders if the Bernsteinian conception is up to the
demands that must be put on it in this context.
As we began to think about the issues posed by
the centrality of integration to the Conservative

position, we found that integrated codes merged
with the strong framing.
Integration is being
powered by, controlled by, central beliefs within
the religious system itself. Some of the authorities
(Gordis, 1956 & others) and some of the school
staff and parents also commented on the diversity
of belief, opinion, and practice within the Conservative Movement itself. This is an important complicating aspect. It is further entangled when the commitment of some parents and staff is to Judaism
rather than to Conservative Judaism per se. Finally,
a school bureaucracy, an association of the rapidly
growing group of Solomon Schechter Day Schools
across the country, has curriculum issues as an
agenda item. However, few materials have been
published. The staff of the St. Louis School has
been creating its own materials. What then becomes
the concept of strong framing? Nonetheless, an
American public school appeals to different sources
of authority when it argues for an integrated knowledge code versus a specialized disciplinary based
collection code. Framing that comes from latter
day examinations or from changing political winds
or from teacher and administrative professionalism
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seem different from framing that comes from core
religious beliefs.
Our hunch initially to codify our analysis of integration in the Solomon Schechter School in terms
of "hindrances to integration" seems grounded in
this implicit recognition of the thrust of the Conservative movement. To bring this kind of valuational/cognitive/empirical reasoning in religious
education to the level suggested by Codd (1982) in
his analysis of special education or Smith ( 1977)
in his analysis of aesthetic education is beyond our
time and space here, and must wait for a later
occasion.
5.2 The Other Items

We had intended to explore in some detail each
of the items on Figure 2. Every item connects
with the issue of integration, e.g.... priorities from
the Rabbinical group versus priorities from the
parental group. In the St. Louis community the
availability of teachers who are Conservative, fluent
in Hebrew and Judaism, trained and skilled in secular teacher education, looks like a near null set.
The time agenda interacts with collection codes and

with the breadth of curriculum in both Jewish and
General studies. We speculated also on the kind of
integration desirable in the principal or director of
a Solomon Schechter School. A Rabbi educator, a
Jewish educator, or an educator who is Jewish
represent quite different combinations or integrations. The issues go on and on.
5.3 Teaching and Learning Hebrew:
A Dominant Element in Analysis and Change in
Curriculum

Although we are not critical theorists in some of
the classical senses of the term ( Horkheimer, 1922;
Breda & Feinberg, 1982) we have strong concerns
for school improvement. Improvement implies an
educational theory containing values (Smith, 1977).
The focus on Bernstein's concept of integration has
led us to a special concern with the place of the
Hebrew language in the curriculum. 5 Figure 3
presents the patterning of the elements in the
analysis. 6 Essentially we are arauing that the St.
Louis Solomon Schechter School community- the
several Conservative congregations, the group of
Conservative Rabbis, the parents of children in the

Figure 3

THEORETICAL CONSEQUENCES OF HEBREW LANGUAGE EMPHASIS
IN THE ST. LOUIS SOLOMON SCHECHTER DAY SCHOOL
Highlights a Major Distinctive
Element in Jewish Studies
Enhances Jewish Aspect of
Conservative Ideal
Fosters Integration within
Jewish Studies (A commonality
that runs through)
School Serves Less than the
Total Community
Constrains Admission Policy
Both Initial and Transfer
I/
------Applicants
Emphasis o n ~
Hebrew
Financial Viability
Language
~
Creates Difficulties in --------Compromises Conservative Ideals
Integration between Jewish
and General Studies
Restricts Pool of Teacher-------Eventual Impact in Quality
Applicants
of Teaching
Increases Child's Knowledge of
a Visible Strand of Jewish
Studies
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Child's Knowledge Quickly
Surpasses Parental Knowledge:
Potential for Conflict

school, and the professional staff face a complex
dilemma over the nature and direction of the
school. The priority of the teaching and learning
of Hebrew language seems a central point in the
analysis.
On the one hand, the Hebrew language is an important distinctive element in contemporary Jewishness, especially in the Conservative movement
(Blau, 1966, p. 103). In some ways it is both theoretically and practically, a cohesive element holding
together many strands of Jewish religion, Jewish
culture, and Jewish concerns for the state of Israel.
Whether Torah, prayer, literature, or traditions
could or should play the same role is an important
question.
On the other hand, the consequences of the
"language load" runs through admissions policies should the school serve all the children of the conservative community or just the most able? And
even more interestingly - what of the families who
move to the community or change their minds and
have children who wish to enter at second, third ...
sixth grade? Are they lost? Can special tutoring
close the gap? Are the issues, K-3 issues? Will the
curriculum issues change in grades 4-6? Will most
of the children really ever be able to think in
Hebrew about the important religious, moral,
ethical issues central to Judaism? Impact on commitment to Israel and the world-wide Jewish Community? Some of these are empirical issues, some
are conceptual issues, and some are valuational
issues. We bel ieve that Figure 3 begins the kind of
intellectual exercise necessary for careful decision
making here. Even as the three of us authors talk
and write about the di lemma, we find ourselves
diverging. We feel ourselves moving toward a major
"decision of principle" as R.N. Hare ( 1952) has
phrased the most basic ethical and valuational
choices.

retical piece may be better than a large literature
review.
Third, among research styles the power of participant observation, especially as multiple roles and
perspectives are joined, has been dramatically
kindled and rekindled in our eyes.
Fourth, the move outside the usual public school
context and situation highlights issues and alternative ways of thinking. Such experience questions
the conventional wisdom of schooling theory and
practice. The educational world of a Solomon
Schechter Day School has forced us to think in
different ways about some very different items. We
believe our next round of inquiry, theorizing and
practicing in public education, will be different.
Many of the same valuational, theoretical, empirical
issues are there also, but more latent, less obvious,
and in some ways less open for analysis. For instance, what constitutes a "wel I educated" or
"liberally educated" young person? Do the terms
apply at the elementary and the secondary levels as
well as the college level? How do communities
decide such issues? What is the role of the professional educator?
Fifth, we believe that the isolation of the teaching and learning of Hebrew as one key valuational,
conceptual, and empirical issue in the school is of
major practical importance. Parents, Rabbis, staff,
and advisory boards need to join the issue, in both
the political and debate senses of the term, if the
school is to establish an identity and serve the
Conservative Jewish community of St. Louis.
FOOTNOTES
1
The authors are, respectively, Professor of Education, Principal of the Solomon Schechter School, and undergraduate
student at Washington University. The account reflects
policy of neither the Education Department nor the
Solomon Schechter School.
2

6. Conclusion: A Social System Perspective in
Education

In a sense, our discussion leads back to a holistic,
systemic analysis and synthesis. And, perhaps, we
are arguing for our own enlarged perspective on
integration. This point of view contains several
important novel elements.
First, if problems in educational theory, research,
and practice are to be reconstrued and solved in
creative ways, we believe new combinations of
people need to come together. To the best of our
knowledge nowhere in the literature has a rabbi/
principal, a university professor/board member, and
an undergraduate/teacher education student cooperated on a common problem as we have done
here. It has seemed fruitful for each of us.
Second, a cross national, if not cross cultural
theoretical perspective, such as Bernstein's, can be
an important catalyst or heuristic in the research,
theory, practice triad. A single provocative theo-

Much of Bernstein's work seems to have originated in his
early intensive contact with youngsters at the City Day
College. The "data" seem to have come from there. See
his "introduction" ( 1971, p4-6).
3
Much of the American literature on teacher-pupil relationships (Anderson et al., 1945; Withall, 1952 ; Flanders, 1964)
focuses on distinguishing the differences in teacher vs pupil
control. Readers brought up on that distinction may have
some difficulty translating to the perspective of outside
influences exerting control.

4

The school is finishing its second year. The intent is to add
an additional grade level each year as the initial cohort of
first graders develops. Approximately 50 children are
presently enrolled . Four full time teachers are now on the
staff. Some part time help exists in music and P.E.
5

Other approaches - administration, conflict and power in
subgroups, role of advisory Boards would highlight other
issues.
6

1n other communities, Philadelphia, New York, Los
Angeles, the problems will be different.
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SOME KELLY

11

GEMS"

Jim Kelly, Dean of the School of Education at the University of Pittsburgh,
was recently on the Eastern Illinois University campus for a lecture and a series
of informal interactions with College of Education faculty members. A man of
wit, letters, and many degrees, Dean Kelly is also capable of turning a tidy but
significant phrase. Here are a few examples:
Many children represent a collection of deficits linguistic.

cultural, environmental,and

Some compensatory educational efforts constitute a "Great Looks" program
- look at the airport, look at the museum, look at the store . . .
Teachers too often find it difficult to teach where children are different.
Much teacher training is actually only gossiping about the craft.
ours were truly a learning society, you could justify a college of education
even if all the public and parochial schools were closed.

If

You don't have to go great distances to deal with differences.
In regard to minorities, I reject the notion that it takes one to teach one.
Too many teachers are there for a season, but not for a reason.
Universities are not always places that leave good feelings and self-esteem.
In our schools is it "business as usual" or "unusual business"?
The profession will never reach its potential until it attracts people who couldn't
be happy doing anything else.
In matters of fund-raising, if you can get the people, you'll get the money.
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Special Education Teacher Training:
Two Views
G. Phillip Cartwright & Janice Bartoo Becker
Editor's Note: Why is it that when a researcher and a practitioner agree we tend to
get suspicious? Here we can offer some comfort about the Cartwright-Becker position.
We have known Cartwright for years as a researcher deeply concerned with practice and
for years we knew Becker's father as a dean of a prestigious graduate school. They have
some common values and perhaps that is one of the requirements for theory-research and
practice to find common ground.

G. Phillip Cartwright is Professor and Head, Division of Special
Education and Communication
Disorders, The Pennsylvania State
University. Dr. Cartwright has
taught gifted elementary school
children, and primary and secondary level handicapped children.
He has had research positions at
the Research and Development
Center, University of Hawaii, and
at Science Research Associates.
He spent a year as visiting lecturer
at the University of London and
at Plymouth Polytechnic.

Janice Bartoo Becker has been
a Learning Disabilities Resource
Room teacher for the past seven
years. Prior to that, she taught
art in the public schools and in a
private preschool; she has worked
with severely and profoundly
handicapped youngsters in a residential setting and taught educable retarded children in several
settings. Becker spent two years
as an itinerant teacher of elementary aged children with behavioral problems. Recently, she spent
a year as a Rotary Fellow at West
Hill College in Birmingham, Eng- ------'-__......._.......,,.....-. land.

THE PROFESSOR: The Behavioral Mainstream
Two major trends shaped the education of handicapped youngsters in the 1970's and promise to
have continued strong influences in the 1980's.
These trends are popularly known as Behaviorism
and Mainstreaming. Both these forces have theoretical underpinnings and should be integral parts of
teacher education programs. Although both have
theoretical infrastructures, they have reached prominence via different directions._
Behaviorism
emerged from the 'laboratory. Mainstreaming comes
to us from the political arena.

Without a doubt, the single greatest impact of
the century upon special education has been the
passage and implementation of Public Law 94-142
and related bil Is. P. L. 94-142, The Education for
All Handicapped Children Act of 1975, is the result
of a long series of state and Federal court suits and
state and Federal laws. This litigation and legislation, according to some, has changed the entire
face of education, not just education of the handi-

capped. Its provisions are many, its ramifications
for all school people, parents, and children are
enormous, and, for taxpayers, expensive. Needless
to say, the law has been greeted by nay-sayers and
advocates with varying amounts of support, anger,
and resignation. Whatever your particular persuasion, if you work in the schools, or have a child in
the schools (especially a handicapped one) you are
affected by this omnibus legislation.
P. L. 94-142 is a complex bill and is perhaps one
of the more precisely worded education bills in
recent years. Parts of the bill look like regulations,
and parts of the regulations look like prescriptions.
(U. S. Office of Education, 1977) The law touches
on many aspects of the educational process, including personnel training, use of related services personnel such as speech pathologists and physical
therapists, due process procedures, and confidentiality of records. Two of its many provisions perhaps have had greatest impact, though, and deserve
to be a central part of every teacher's training,
especially special education teachers.
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Individual Education Program

First, the I EP. The Individual Education Program
is more than a piece of paper. It is, or should be, a
carefully articulated process which involves school
professionals and parents, and in some cases, children, and results in a program tailored to the needs
of a particular child. It is a blueprint for action, a
set of goals, and an evaluation plan which provides
the best possible education for a handicapped child.
It is carefully documented and in the hands or at
the desk of the child's teacher at all times. It is now
hard to conceive of an education program for a
child which does not use the I EP process.
Obviously, the I EP is deeply rooted in theory.
Throughout a teacher's training, the concept of
individualization of instruction is stressed. (See, for
example, Ysseldyke and Algozzine, 1~82; Cartwright, Cartwright, and Ward, 1981; Gearheart,
1981.) Individualization of instruction is emphasized in most education courses, whether they be
educational psychology, general methods, or specialized courses. Clearly, if a program is tailored to a
child's unique needs and abilities, the child's performance will be enhanced.
Least Restrictive Environment

In spite of our assertions of the worthiness of the
I EP, and its strong theoretical base, it sti 11 is an
instrument of a grander, yet more fundamental
policy, a policy of "Civil Rights for the Handicapped." P. L. 94-142 speaks directly to the concept of a Free, Appropriate Public Education for all
children in the Least Restrictive Environment. LRE
has become popularized under the term, mainstreaming. Initially, many regular educators felt
that 94-142 and the LRE/Mainstreaming law was
designed to 'dump' handicapped children back into
regular classrooms. That fear has subsided somewhat as the fuller intent of LRE became apparent.
For the moment, we wi II equate the term, mainstreaming, with the fuller interpretation and elaborate as follows.
Mainstreaming (LRE) is the process of establishing the most appropriate learning environment for
youngsters who are handicapped. It means educating those youngsters to the best of their abilities in
situations which are as normalized as possible given
the particular handicapping conditions. For some
children, those with mild intellectual disabilities
perhaps of a temporary nature, the environment
which is least restrictive may very well be a regular
education classroom with the support and guidance
of a resource room teacher. The resource room
teacher may help the regular class teacher find
better ways of dealing with a particular child's
problem. Also the resource room teacher may work
directly with the handicapped child for 20 to 30
minute periods two or three times per week. Perhaps after a year in such a learning environment a
child may no longer require such services and ~ill
no longer be labeled as handicapped.
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In another instance, a child may be assigned to a
special education teacher for 50% of the school
day and assigned to regular education programming
for the rest of the school day. In a third case, a
youngster may have even more serious disabilities
and be assigned to special classes for the entire
school day. Still others may attend special day
schools for the handicapped and receive even more
specialized education. Finally, some youngsters
may have such serious problems that they are
assigned to residential schools. The latter case is
regarded as the most restrictive environment. However, in the case of the most seriously disabled
youngsters, that environment is the most appropriate and is the one which provides the best educational program. Thus, this theoretical structure
provides a setting in the most restrictive environn:,ents for the most severely handicapped and provides a graduated range of placements with more
possible options for youngsters who have less
debilitating handicapping conditions.
An essential element in this theoretical array of
services is the ability of the school system to move
youngsters freely between levels of the model as the
yo~ngsters'. needs change. Thus, the popular term,
mainstreaming, arose: youngsters with mi Ider handicaps are more readily accommodated in the main
stream of education. The changing needs, objectives, and abilities of children are reflected in their
I EPs. The important theoretical point to be made
here is thatthe principle of mainstreaming allows us
to more readily provide excellent, individualized
programs for youngsters with varying types of
handicaps and different levels of severity. The
public education system can, nay, by law, must
provide for handicapped youngsters in this way.
Our teacher education programs can and should
stress the type of training which will equip all
teachers to work effectively within the mainstreaming concept. ·
BEHAVIORISM

Whereas mainstreaming emerged from a broad
philosophical and general
theoretical context
b~~aviorism_ has developed from a much more spe~
c1f1c, even single source beginning: the laboratory.
The popular notion of behaviorism ties it to the
operant conditioning studies and writing of B. F.
Skin~er. His importance is not denied but the popular interpretation of behaviorism as pigeons pecking a target disk does justice neither to Skinner nor
to the broader approach to education embodied in
contemporary behaviorism.
The behavioral approach has been embodied in most aspects of special
education. (Walker and Shea, 1980; Gardner, 1977)
Precision

The essence of behaviorism is precision: precision
in teaching, and precision in identifying and dealing
~ith specific behaviors. Behaviors of interest may
include academic behaviors such as arithmetic facts,

handwriting, sentence construction, theme development. Other target behaviors may include elements
of enculturation such as hand raising, rule following, social graces, and the like. ( Kunzlemann,
1970)
Of al I the elements of an undergraduate teacher
education program, it probably is behavior targeting
and management which is most stressed and best
taught. This stress is well-placed. Attention to specific, measurable behaviors is the essence of teaching. It is the fundamental operation without which
the act of teaching can not be evaluated. Without
behavioral change, there is no evidence of learning,
whether that learning is simple symbol recognition
or synthesis at the highest levels.
Reinforcement

We all are influenced by rewards. With adults,
many rewarding conditions are internalized and
intellectualized. Not so with young children, especially handicapped children. The concept of positive reinforcement for highly specific behaviors
forms the basic minimum for work with difficult-to-

teach children.
Positive Reinforcement is "the application of
consequences that follow a behavior and result in
increasing the frequency, duration, or intensity of
that behavior." (Cartwright, Cartwright, and Ward,
1981, p. 450) An incentive, on the other hand, is
the expectation of receiving a positive reinforcer
contingent upon a specified behavior. Thus, the use
of incentives and the careful use of reinforcers are
handy managerial procedures for teachers. More
important, the combination of precise delineation
of behavioral objectives, and the effective use of
reinforcement are the most powerful procedures
which are available for use with handicapped children and youth.
In summary, the concepts embodied in the many
facets of P. L. 94-142 form the most important
theory which can and should be a part of every
teacher's training. The practices of management
and preciseness which have developed from the behavioral movement form the minimal essential elements which teachers must have to be successful in
today's schools.

THE TEACHER: Parents, Advocacy, and Behavior
Behaviorism, and parent education and involvement, are the two most significant practices affecting education of the handicapped in the 1980's.
Indeed, these forces are so pervasive that I would
judge Public Law 94-142 to be a result of, not the
cause of, behaviorism and parent activism. P. L. 94142 merely formalized what most good teachers and
other advocates for the handicapped have been
doing for years ... making the best programs available for individual handicapped children, youth,
and adults. Of course, P.L. 94-142 is an important
force today. Its implementation, however, still lies
with the local education system, the teacher, and
the parents. It is people at the local level who make
it work.

INDIVIDUAL EDUCATION PROGRAMS
This article is being prepared the very week I am
struggling with developing I EP's for my students
for the forthcoming academic year. Each I EP takes
two to four hours to prepare. I must review a
child's progress, confer with other school personnel,
meet with the · chi Id's parents, write very precise
objectives, plan activities, worry about evaluating
the child's progress, and often, meet with the parents again.
These and other activities related to I EP development and implementation are just good education
practice. I would be involved in most of the activities even without P. L. 94-142. Caring teachers have

been building good programs for children for years
without Federal mandates. The IEP form is not the
controlling force; rather it is the concern of the
school, the parents, and the teachers. I could save
myself a lot of time and be well within the law by
writing superficial I EP's. Such I EP's would meet
the letter but not the spirit of the law and would
not necessarily provide the most appropriate education programs for the children.
Clearly, it is well beyond the financial and personnel resources of state and federal governments to
fully monitor all programs for all children. Individual districts, and parents, have responsibilities in
this area as well. Unfortunately, there are teachers
who conform to the letter but not the spirit of the
law and even those who don't even meet the letter
of the law. And, there are parents who don't take
the time and interest to follow up on less than
adequate plans and programs. Fortunately, both
are in the minority. It is for such cases, though,
that P. L. 94-142 and state regulations are made and
the legal processes come to bear on behalf of the
child.
Least Restrictive Environment

I don't find fault with the concept of the Least
Restrictive Environment and its popularization as
mainstreaming. In practice, though, there are problems.
Many regular education teachers are untrained and unknowledgeable about handicapped
children, even of the most basic information. Fewer
still have had actual training in how to deal with
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real problem cases. Some familiarization with characteristics of handicapped children and how to deal
with them should be a part of every teacher's basic
training.
Within the school, it is not nearly as easy to move
children back and forth between levels as the theory
would suggest. Even given well-trained teachers
with good communication between special and regular education, there are sti II problems with the
concept. First, many handicapped children need
carefully planned routines. Shifting between classes,
teachers, and peer groups is not easy for all children
and may cause temporary regression in behavioral
adjustment and academics. Second, P. L. 94-142
may be self-contradictory on this point. Although
it advocates LRE and movement among levels, it
also makes the change between levels a public and
legalistic event. Parents need formal notification
and involvement in the planning, class minimum
sizes must be maintained, transportation must be
arranged, a new I EP must be written, etc. It's a
good idea, but full and free implementation is hard
to achieve. ·
My assertions about the caring attitude of good
teachers might be regarded as an affinity for teaching, a naturalness which seems to be 'born' into
good teachers. It would be very difficult for schools
of education to train people in that aspect of good
teaching.
Perhaps teacher education programs
should find ways to identify this aspect of good
teaching and try to recruit promising people into
the teaching field.

BEHAVIORISM
There is a more technical side of teaching which
provides an excel lent contrast to the affective side
described above. Fortunately, this technical aspect
of teaching is one which can be taught to prospective teachers. It has many names and variations but
the philosophy and skills developed through the
behaviorism movement are paramount to the success of a special education teacher. You may argue
that many particles of behaviorism are merely components of good teaching and that good teachers
use behavioral techniques automatically. I agree,
but I also believe that the careful application of
certain behavioral principles can make average
teaching good, good teaching excellent, and salvage
poor teaching from disaster.
The behavioral aspects of teaching carry a variety
of labels including precision teaching, directive
teaching, direct instruction, individually prescribed
instruction, diagnostic teaching, behavior management, and applied behavioral analysis. Regardless
of the label, the trend toward behavioral preciseness has encouraged some very positive aspects of
special education and has helped handicapped children achieve in areas not thought possible in past
years. The teaching of reading to trainable retarded
children is but one example.
Those of us who received our special education
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teacher training from contemporary training programs in the 1970's learned an approach that has
worn well in our teaching during the last decade. I
would identify three principles which are critical to
teaching and should be a part of every teacher's
repertoire. These principles all emanate from the
behavioral school: task analysis, positive reinforcement, and accountability. We learned to decide
exactly what we wanted to teach, how to get there,
and how to make it as straightforward as possible
for the learner. Charting, graphing, or some similar
form of documentation showed us whether or not
the goals we set for children were achievable and
realistic, and whether or not we should change our
approach. We also learned how to motivate and to
help handicapped children acquire certain important
social skills as well as academic skills.

SUMMARY
If I were Dean, I'd want the following important
ideas as components of my teacher training program:
• task analysis
• charting or otherwise carefully documenting
behavior change
• active use of positive reinforcement
• more, and earlier practicum experiences for
prospective teachers
• better selection and career counselling of prospective teachers
• training in working with parents
• more training in the academic areas of teaching
(reading, math, spelling, etc.)
Finally, I would do what I could to help the
public, school administrators, and even other
teachers and students, recognize and reward good
teaching.

REFERENCES
Cartwright, G.P., Cartwright, C., and Ward, M.E . Educating Special Learners, Belmont, CA: Wadsworth Publishing
Company, 1981.
Gardner, W. I. Learning and Behavior Characteristics of
Exceptional Children and Youth. Boston : Allyn and Bacon,
1977.
Gearheart, B. R. Learning Disabilities, Second Edition .
St. Louis: C.V . Mosby, 1981.
Kunzlemann, H.P. (Ed.) Precision Teaching. Seattle:
Special Child Publications, 1970.
U.S. Office of Education. "Implementation of Part B of
the Education of the Handicapped Act." Federal Register.
December 23, 1977, 42, pp. 42474-42518.
Walker, J.E. and Shea, T.M . Behavior Modification,
Second Edition. St. Louis: C.V. Mosby, 1980.
Ysseldyke, J. and Algozzine, R. Critical Issues in
Special and Remedial Education. Boston : Houghton Mifflin, 1982.

The Failure of Theory
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A Methodological Critique
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and opportunities. See if you agree!!
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(K)nowledge has been overwhelmingly male in subject
matter, in assumptions, in methods, in interpretations;
... a disproportionate share of human knowledge has
dealt with a world viewed through a male prism; ...
not only equity but also the human legacy calls for a
correction of this situation in order that the lacunae
be filled and distortions corrected.
Jesse Bernard, The Prism of Sex

Theory in educational administration has undergone a number of critiques - by researchers and
practitioners alike. Central to these critiques is the
understanding that educational administration is a
field of inquiry, and, as such, employs a number of
perspectives to interpret situations. Wi Ilower ( 19~3,
p. 10) summarizes this role of theory for the administrator:
He or she needs an array of concepts and
theories that portray human behavior in social,
political, organizational, psychological, a~d
economic terms, and that have the potential
both to enhance and help explain what the
administrator sees.
At a time when the field of educational administration has come to recognize its reliance upon this
range of social science disciplines, scholars in these
fields have begun to question the validity of the

theoretical constructs which undergird their perspectives.
Recently, researchers in the social
sciences have uncovered theoretical foundations,
conceptualizations, and methodological practices
which have resulted in impoverished theories. These
scholars have shown that theories and concepts
which emerge solely from a male consciousness may
be neither relevant to the female experience nor
adequate for explaining female behavior. Such
theories have been said to suffer because of androcentric bias.
Androcentrism is the practice of viewing the
world and shaping reality from a masculist perspective. It is the elevation of the masculine to the level
of the universal and the ideal. It is an honoring of
men and the male principal above women and the
female. This perception creates a belief in male
superiority and a masculine value system in which
female values, experiences, and behaviors are viewed
as inferior. Viewing the world through this male
lens has not only affected theories in the social
sciences but has shaped reality in organizational
behavior theories as well.
Thus, this preoccupation with majority males
and the male experience has led to the omission and
exclusion of the female world and consciousness,
not to mention other perspectives, from both
methods of inquiry and theoretical conceptualizations. As a result, existing paradigms, theoretical
models or concepts in organizational theory reflect
an imprecise, inaccurate, and imbalanced scholarship in their attempts to understand and explain
human behavior in organizations. Correcting these
weaknesses in this scholarship is a methodological
issue since bias affects conceptual formulation as
well as issues of reliability and validity.
The purpose of this paper is to highlight instances
where androcentric bias has produced inadequate
theory in educational administration. Specifically,
the issue will be examined from both a conceptual
and methodological perspective using examples
from a variety of theories and concepts which are
traditionally presented to aspiring practitioners as
useful in guiding actions.
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Weaknesses in Conceptual Frameworks

Methodological Weaknesses: Sampling

One's approach to viewing the world dictates the
conceptual framework from which theories emerge.
If male behavior is seen as universal, then theory
will reflect that perspective. For instance, if aspiration is defined as the desire to "move up" the
career ladder, and this definition is used as the
measuring stick for everyone, women are labeled as
lacking aspiration if they do not want to move from
teaching to administration. That there might be
contradictory or differing measures of aspiration for
women that need to be taken into account is often
overlooked if theories are derived from male experiences. In the case of careers in education, studies
tell us that women primarily enter teaching to teach
while men enter the profession to administer, using
teaching only as a means to an end ($hakeshaft,
1981 ).
For these women, then, aspiration and
achievement may have very different meanings than
for their male counterparts. For example, many
women have viewed administration as removing
them from their chosen career; these women measure achievement in terms of scholarship, student
growth, and development of community. Thus, not
wanting to move from teaching into administration
does not mean that they are not achievement motivated or that they lack aspiration. Similarly, if a
college professor does not choose to become an
administrator, we do not accuse her or him of lacking aspiration.
If a doctor does not want to be a hospital administrator, she or he is not labeled as lacking aspiration. However, in the K-12 school world, where we
have imposed a male model (as well as the industrial
concept), we accuse women of lacking aspiration if
they do not wish to become administrators. This
practice arose from a flawed perceptual model,
based upon male experiences and motivational patterns in public schools, and does not necessarily
reflect an inclusive framework for understanding
the motivational and aspiration patterns for all K-12
teachers.
Leadership theory provides another example of
limited conceptualization which leaves out the
female experience. Many theories of leadership
break down the components of leadership into two
discrete categories: concern for task and concern
for people. While an administrator may be high on
both dimensions, each is considered a separate variable in a number of conceptualizations (Hoy and
Miskel, 1982). The work of Gilligan (1982) and
others on female development and orientation provides a perspective that challenges the separateness
of these variables for women. Female self-definition
includes a self-in-relation-to-others dimension that
questions the separateness of task from relationships and lets us see the inter-connectedness of the
two. Thus, it may be that for females task orientation and person orientation are not discrete, but
rather intertwined and dependent in a way that cannot be so easily separated.

The examples discussed thus far provided instances of concepts which were formulated using a
male lens, but which have been applied to both
males and females.
When female behavior ran
counter to the theory, it was the female, rather
than the theory, who was found inadequate. Thus,
from a conceptual point of view, female behavior
was ignored, not because females weren't studied,
but because their experience, by definition, had to
parallel male behavior; if it didn't, the females were
labeled deficient and the theory was left unchallenged. A similar result occurs when the problem is
formulated in a gender-inclusive manner but when
the samples used to test the questions consist only
of men.
Many theories upon which the field of educational administration relies heavily are based upon
all-male samples. For instance, Fiedler, in developing his Contingency Theory of Leadership, chose
the business, military, and industrial spheres from
which to draw his samples. Fiedler used men from
B-29 bomber crews, army tank crews, antiaircraft
artillery crews, infantry squads, open-hearth steel
shops, sales display teams, service station managers,
high school basketball teams, and ROTC units
among many others to test his theory. Samples
drawn were representative of their fields, and, thus,
the preponderance of the subjects were white males.
Fiedler did not provide a rationale for restricting
samples to a single sex. Even as late as 1977,
Fiedler and his associates were still conducting
studies using all-male samples from the military.
Given that Fiedler chose to study leadership in
male-dominated mainstream organizations, questions might be raised as to why Fiedler did not also
examine the female components and counterparts
to these organizations. The wholesale/retail clothing industry provided an easily accessible setting for
Fiedler to study. Nurses, librarians, teachers, and
secretaries all were sources from which Fiedler
could have drawn samples. Moreover, the female
complements to the Armed Forces were also available to him.
The effect that single sex samples may have on
Fiedler's Contingency Theory is that it may be too
narrow to generalize to all workplaces and all
workers. For instance, it is possible that because of
both the nature and the gender of the groups
Fiedler chose to study, leadership effectiveness has
been too narrowly defined, thereby not taking into
account alternative realities of the workplace.
Fiedler defined leadership effectiveness using numbers, contests, ratings, counts, dollars, minutes,
accuracy, and physical output. This emphasis on
production and competition is reflective of the
values held by both the males and the male dominated organizations studied. Leadership effectiveness, then, has evolved from a concept that prizes
the drive to compete, to win, and to beat out everyone else. An alternative perspective might have
focused on the quality of the group interactions,
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rather than the quantity of the outcomes. Cooperation, shared leadership, affiliation, group support, and group ties might have been examined as
measures of leadership effectiveness.
Such an
approach, which highlights the socio-emotional
dimension of leadership, would yield a different
definition of leadership effectiveness and might
cause one to rethink all of the components of
Contingency Theory.
In a similar vein, Getzels and Guba used male
samples to study role conflict in organizations and
hence to develop a theory of social and administrative behavior which seeks to explain the interaction
of the complex matrix of situations, environments,
attitudes, and behaviors in flux within any given
organization or institution. Their inquiries into role
theory attempted to gain insight into the function
of role and personality. More particularly, Getzels
and Guba wanted to zero in on role-conflict situations that were ambiguous, frustrating, and threatening (Getzels & Guba, 1955). The samples drawn for
·these studies consisted of 266 male officer-instructors in the first study (Getzels & Guba, 1954) and
204 male officer-instructors in another (Getzels &
Guba, 1955).
The issue of role conflict for females includes
dimensions not normally considered when one
studies role conflict for males. For instance, when
Getzels and Guba studied role conflict in school
situations, their subjects were asked to make judgments regarding given school situations. Their responses served as indicators of role conflict. The
following phrases were incorporated into the scenarios: maintain a standard of living comparable to
a minor executive or salesman, stop in tavern for a
drink, and support family single-handedly (Getzels
& Guba, 1955). The implications for genderinclusive role theory of studies of this sort based
upon all-male-samples are that aspects of role theory
which are especially salient for females are overlooked. For instance, the home/career choices that
most women and some men must make have not
been incorporated into the concept of role theory.
Further, patterns of socialization for women lead
many individuals to presuppose and anticipate
females' sex-characteristic behaviors. For women
occupying administrative roles, a dilemma of incompatible sex-role stereotypes exists. This dilemma
has wide-ranging ramifications in terms of role definition and thus has the potential to affect job
effectiveness, efficiency, satisfaction, leadership
style, and morale. In "The Female Leadership
Dilemma" (1975) authors Luthans and Chapman
offer this insight:
The female leader is caught in a dual conflict
situation involving not only the group and the
organizational situation but also herself. If she
adopts accommodative leadership behavior
patterns, which may be more congruent with
her basic personality, she will be subjected to
the common male cri_ticism of being too intuitive, undependable, and passive. However, if

she adopts an autocratic or task-oriented leadership behavior, there is the self perception of
losing her "femininity" and the resultant con--i
flict between fear of success and fear of failure.
(p.177)
Compounding the female dilemma is the question
of performance evaluation. All personnel are judged
in a variety of ways. While certain criteria for
effectiveness and efficiency are unbiased and neutral, there also exist "normative criteria which include any and al I considerations that are irrelevant
to job performance, such as gender, age, marital
status, social class, appearance, ethnicity, . . . "
(Martin, Harrison, & Dinitto, 1983). Administrative women in male-dominated institutions are subject to even greater scrutiny given their high visibility in skewed sex-ratio situations (Kanter, 1977).
Thus, the subjective processes of performance evaluation, surrounded by the aura of sex-role stereotyping, mingle with the factual performance record
and serve up a confusing and often inaccurate
assessment of females' administrative talents.
For females trying to decide among a nomothetic,
transactional, or idiographic leadership style, the
conflicting gender messages and feedback pose
many problems. If females take an idiographic or
person-oriented approach to leadership, they can be
viewed as being too concerned with process and not
enough with product; they are then dumped into
the "mother" category, a category not consistent
with the administrative stereotype. If they are
nomothetic and task-oriented, they fall into the
"iron-maiden" stereotype. However, even if they
assume a transactional mode, they run the risk of
being labeled indecisive, unsure of themselves, and
unable to make consistent decisions. Thus, a female
dilemma or double bind ensues because of the
strong culture of female sex stereotypes which
exists. Whatever women do, whether they act in
accordance with their sex-role behavior, follow
masculine models, or travel back and forth between
them, they are caught in a web of competing social
forces. Consequently, for women, the variable sex
role stereotype becomes a mediator in assuming a
leadership role in an organization. Thus, there is
the possibility that a woman's sense of identification and belongingness in an organization can be
gravely impaired by the emergence of sustained role
conflict. Getzels' and Guba's model of social behavior certainly helps to explain multiple factors
impinging on individuals in social systems. Its failure to include a gender analysis, however, dilutes its
applicability and allows it only to scratch the surface of a deep and complex psycho-sociological
maelstrom. Getzels' and Guba's model of social
behavior is characterized not so much by its inappropriateness to the female experience as it is by
its complete ignorance of the female world.
Methodological Weaknesses: Instrumentation

Instruments developed in the field of educational
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administration tend to be instruments conceptualized and validated using all male samples. If the
instruments have not been adopted from the military or industry, they tend to be validated using
upper level school administrators. Either way, they
are instruments that are normed using samples that
consist primarily of white males. The problem of
validating an instrument on one population (white
males, managers of I BM, etc.) and then applying it
to another population is that one obviously runs the
risk of mismeasurement. In addition to the direct
transfer of instruments from predominantly male
fields to predominantly female or mixed sex fields,
bias in instruments in educational administration
tends to fall into three other categories: maintenance of traditional roles; failure to measure aspects
of a construct which might relate to women's concerns or perceptions; and use of male language
(Shakeshaft and Hanson, 1982).
A number of studies of leadership in educational
administration have been conducted using the
Leader Behavior Description Questionnaire (LBDO).
This instrument suffers from the conceptual bias
discussed earlier in this piece since it categorizes
leaders on two discrete dimensions - task orientation and person orientation - and, thus, fails to
measure aspects of this construct which might relate
more to female perceptions, development, or culture. The bias which may result from this inadequate conceptualization are compounded, however,
because of sex bias in language in the question format. A number of studies have pointed out the
importance of gender-neutral language on instruments used in research. In the case of the LBDO,
it has been found that respondents answer differently if the ideal leader is portrayed as a "he"
rather than a "she". Thus, the male pronouns used
in the LBDO provide an immediate occasion for the
introduction of bias into the research when used
with female or mixed sex samples.
Although this paper has touched on only a few of
the effects of androcentric bias on the development
of organizational theory, the results are far reaching.
As researchers exploring organizational behavior,

we must deal with the methodological issues of
gender-exclusive problem specification, bias in
instruments, and generalizations from single sex
samples which have beer'l prevalent in the literature
which we use as the foundation upon which to
understand the administration of schools. As these
issues are resolved in the field of educational administration, as well as in other disciplines, we will
begin to develop theory which more closely includes
all human behavior in organizations.
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The battle over theory and praxis in educational
administration wages on in scholarly journals and
publications. The furor reflects the consternation
of practitioners in the field. For those of us occupying administrative positions in schools, the ongo_1ng
debate is moot. What is crucial to us is the appl1cabi I ity and transference of theories into practice.
What is disheartening to us is their lack of useful ness and relevance to our daily work.
As students of educational administration, potential practitioners are required to take core courses
in theory. The assumption is that we must understand the underlying tenets which shape our practice. We first learn that these theories and models
are borrowed from the social and behavioral sciences. We also learn that the empirical bases for
these are drawn from the military, government, or
corporate worlds. It is not surprisin~ to fi~d ma_ny
students wary and skeptical of theories which, with
a few adjustments here and there, can be retrofit~ed
to educational systems. What we come away with
is a patchwork quilt of theories and models which
supposedly blankets all areas of leadership, decisionmaking, motivation, and responsibility.
This potpourri of theoretical postulates can
supply administrative neophytes with false assumptions. All theoretical constructs are devoid of the
immediacy, the tension, the external factors, an_d
the heat of the human components involved 1n
actual decision-making and leadership situations.
They fail to account for all the variables that
impinge on an administrator and, as such, are woefully inadequate guides for practice. As Weick
writes:
An educational administrator must perform
(a) difficult balancing act- balancing between
adaptation and adaptability, between stability

A very simple example of this juggling act can be
seen in the efforts of a building principal to oversee
a teacher duty schedule. While some teachers are
prompt and attentive to the duty roster, others are
not. Whether or not these teachers view their share
of the duty as a waste of their time and talents or as
unnecessary to student management, their participation is seen by the principal as essential to the
smooth functioning of the building. The principal
may take a Theory Y or person-centered approach
with some teachers and a Theory X or task-oriented
approach with others, and s/he must be ready and
willing to zig-zag between the two whenever the
situation deems it. On balance, the principal uses
whatever approach will ensure that the duty is
covered. While any given theory may help inform
the administrator about behavioral expectations,
the minutiae of day-in, day-out administrative life
blurs the focii of theoretical tenets.
The study and knowledge of core theory does
extend the parameters of judgment for the educational administration student. The information
becomes internalized and does serve to broaden the
decision-making base for actual practice. This may
not happen on a conscious level, however, as practitioners have neither the time nor the inclination
to analyze their behavior according to theoretical
models. For example, a principal who is confronted
by irate parents, who demand that their child be
transferred to another teacher, may successfully
resolve the problem without having gone through
the steps of the Vroom/Yetton Decision-Making
process. This is not intended to single out any one
model or theory over another; rather it is to illustrate that, in the everyday urgencies of practical
administration, theoretical abstracts do little to
defuse crises or clarify issues. Analysis, if and when
it does occur, is usually an afterthought, and any
resemblance to a particular theory or model may be
serendipitous.
Perhaps it is the nature of al I theory development
that the analysis deals with global rather than particularistic factors. They can "account for only a
limited set of observations and phenomena (Willower, 1980, p. 1)." We cannot expect universal
theories to yield practical utility tailored exactly to
each practitioner's experience (Hoy, 1982). However, even the trend toward contingency theory
does not provide useful strategy. While these theo. retical approaches allow for the multiplicity of variables with which administrators must contend, the
contingencies identified, such as school climate,
fiscal limitations, etc., are themselves in constant
flux. It becomes a mammoth task for the practi-
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tioner to extract a meaningful procedure. Applications of theoretical abstracts become narrow and
confined and, if implemented at all, fall into disuse.
It is recognized by many respected scholars in the
discipline that there is something lacking in the fit
between theory and praxis, and that practitioners
fall through the cracks ( Bacharach and Mitchell,
1981; Hoy, 1982; and Griffiths, 1979). There is
cause for considerable alarm, then, when some
practitioners do wholly adopt certain theories and
do attempt to follow the prescriptions as gospel.
As mentioned before, this can engender a false confidence, and, while there are instances in which
"going by the book" can work well, such a plan of
action may result in a state of confusion and disappointment when the expected results are not forthcoming.
This confused behavior on the part of administrators is often regarded by both their superordinates and subordinates as a lack of efficiency or
effectiveness. Adherence to the theories which are
purportedly .designed to be helpful can often bring
about the reverse condition.
For example, an
administrator using a participative, democratic,
person-centered style in dealing with diverse groups
may wind up with an over-abundance of input and
a conglomeration of priorities. No one clear direction emerges. The groups involved in the process,
however, anticipate that their ideas will be considered and may become frustrated or disengaged
if the outcome is not of their choosing.
For many administrators, reliance on the lore of
· theory is often a misgu ided course of action. This
fact is dramatically evident in the case of many
female administrators.
Women in positions of
authority very often face a double bind wherein
they are faulted no matter how they behave.
Women who pursue autocratic or directive admin- ·
istrative stances are often perceived as too aggressive, trying too hard, or overcompensating, while a
democratic, non-directive posture can cast them as
weak, nonassertive, and inefficient. In addition,
female entry into a predominantly male domain
raises the issue of sexual attraction, a variable as yet
unexamined in theory formulation . Women find
they must walk a narrow line between what is considered appropriate behavior for their sex as well as
their position. Moreover, theories which are conceptualized for, normed on, and generalized to predominantly white male samples provide very little
applicability to female practitioners (as well as
other minorities). Women in educational administration learn that theories are evolved within a
male framework and, as such, are not reliable
sources for their practice.
This lack of generalizability is exacerbated for all
administrators when they attempt to relate theory
to real life, which, not surprisingly, is made up of
both males and females. The very concepts under
which we labor may be defined differently for men
and women. For example, motivational factors
may be very dissimilar between the sexes due to
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sociological and cultural effects. While the needs
for esteem and individuation may be important to
many men, some women may value affiliation and
connection more highly. Administrators who are
unaware of these dual perspectives may misjudge
many situations. Women may be promoted or
given the responsibilities of a job to which they do
not aspire and experience dysfunction. This results
not because of a fear of success, but rather from a
desire to be other-oriented and maintain group
identification.
In addition to these inherent conflicts in theory
formulation, practitioners must deal with the knowledge that theories come in and out of vogue. As
Wi !lower ( 1980) writes, "they are speculative explanations that are tentatively held, waiting to be disproved or simply discarded for a variety of reasons
and replaced by new conjectures (p. 1)". Over the
years, perspectives in organizational behavior have
gone from leadership traits to leadership styles to
situational leadership to behavioral contingency
models (Jago, 1982). This transience gives rise to a
pervasive distrust by practitioners of theoretical
ideologies. Knowing that the prevailing theory of
the day has a temporal quality to it can cause many
practitioners to abandon their theoretical training
altogether and rely on "gut instincts" to get
through. This attitude also leads to an overall dis- ·
paragement of theory development and research in
educational administration. In the absence of wellgrounded, pertinent, concrete, and specifically
schools-oriented theory development, many practitioners discount much of what is pub I ished and
touted in the discipline.
Nowhere is the chasm between theory and praxis
more obvious than in an interview situation. Much
time and effort is spent learning about educational
administration theory, but theory base is usually
ignored or, worse, defamed by interviewers who are
not impressed by what "works in theory." Prospective candidates for administrative positions are
eva luated on what they have done or can do. Their
grasp of the theoretical underpinnings of educational administration is not regarded as a key element in their potential success as practitioners. This
attitude on the part of laypersons and even other
administrators contributes to practitioners' uneasy
and disconcerted feelings about the importance and
relevance of theory to their work.
Nor do theoretical ideologies assist practitioners,
once employed, to deal with the sometimes overwhelming adversities assailing the educational system. The Gallup Poll consistently discloses a dissatisfaction by the public with schooling. The
National Commission on Excellence in Education
recently indicated educators as accomplices in the
subversion of our society. These are but two examples of the numerous negative thrusts from an
unhappy public that practitioners must parry - and
they feel abandoned by educational administration
theory and, sometimes, even betrayed. The problem of declining enrollment is a good case in point.

There is neither a theory base to help shape policy,
nor consensus in the literature on how such a
dilemma should be resolved. Without such fortification, administrators faced with this trauma must
"read" the situation as it unfolds. There is no
recourse to theories or models to mitigate the
anxieties and turmoi I felt by al I parties.
This essay is not meant to suggest that practitioners ignore theory. Many do consciously select
a model or theory of organizational behavior to
guide their practice. What I believe actually occurs,
however, is that the study of theory contributes to
an overarching philosophical base from which practitioners lead, make decisions, motivate, etc. The
chosen theory or models coincide with the practitioner's basic personality needs and amalgamate
into a "style" they utilize on the job. Research on
organizational behavior has shown that a person
who has need of acceptance and reinforcement may
behave in person-centered, considerate, relationship
maintaining, participatory, democratic, consultative, expressive modes. A power-seeking, controlling person may adopt task-oriented, structured,
production-centered, autocratic, directive, manipulative, rational behaviors. You no doubt recognize
these terms as the dichotomized variables of much
leadership theory. The actuality is that basic personality needs are reified in these theoretical constructs. Theory describes and explains these behaviors, but it is not prescriptive. The theories and
concepts of educational administration serve as a
foundation for attitudes, but not necessarily for
actions.
Educational administration theorists are clamoring for practical theory that focuses on the specific
and unique properties of schools (Hoy, 1982), and
those of us who staff the schools welcome their
discontent. We read the articles by them calling for
new paradigms and perspectives. We hear the call
for more and better articulation between the theorists and the practitioners. It is patent that we
practitioners can voice myriad complaints about the
contradictions and inapplicability of theory to
practice.
Rosabeth Moss Kanter's work on organizational
behavior is a fine specimen of theory building that
explains and describes behavior and is helpful in
shaping administrative understanding.
Kanter's
work is not typical of mainstream organizational
behavior theory, but herein may lie the descriptive, .
rather than prescriptive or predictive, information
practitioners need to practice wisely.
Kanter
studied an organization from the differing perspectives of exempt and non-exempt employees. Within
this framework, she examined the issues, processes,

structural di lemmas; and concerns of the people
within the organization (Kanter, 1977). She writes
of the disengaging behavior of persons whose jobs
carry little probability of promotion.
Indeed,
Kanter uses schoolteachers to illustrate behavioral
responses to powerlessness. Teachers who perceive
their jobs as having limited opportunities react with
rules-mindedness, increased behavior control, territoriality, and domain control.
What sets Kanter's work apart from that of other
theorists is that it affords one the opportunity to
observe organizations from an enlarged perspective,
rather than from a fragmented, single issue, or
administrator-centered view. Kanter also suggests
altering the organization to fit the workers, rather
than force-fitting behavior to meet organizational
demands.
What is needed, perhaps, is an adjusted perception on the parts of both practitioners and theorists.
Perhaps theorists should stop trying to deliver the
nostrum that will cure our schools' ills, and perhaps
practitioners should stop looking to theory for that
panacea. I believe we must view theory as informative, explanatory, and guiding, and not as directive,
prescriptive, or didactic. If we allow it to inform
our practice and enlarge our vision, then it can be
a useful and practical device. Reliance on it, however, will not make us good educational administrators.
What is necessary is a collaborative effort between theorists and practitioners to reduce the
dichotomy between theory and praxis and to eliminate the theoretical mystique. Without such an
effort, we will not dispel the dissatisfaction and
skepticism, and neither our discipline nor our
schools will be enriched.
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Theory and research dealing with the career
development of children and youth offer schools
the potential content and structure for planned
programs of career guidance. For the past t wenty
years such research has been focused upon the
elements of behavior which can be defined as
"career mature" for adolescents and upon the
interventions which facilitate such behavior. As
insight has grown about how individual career
development unfolds, it has become increasingly
obvious that systematic programs of career guidance can be implemented to facilitate such behavior (Herr and Cramer, 1979).
The development of planned career guidance programs in which career development
theory and research serves as the conceptual
mortar for such programs separates the old from
the new in career guidance. Most earlier conceptions of vocational or career guidance viewed
these services as being delivered on a demand
basis. When a student was about to enter the
labor market and could not make a choice, then
vocational or career guidance was brought into
play. In such instances, career or vocational guidance tended to have a remedial character rather
than a future-oriented one. The focus was upon
acquiring the information, coping with the immaturity, or weighing the alternatives which
would allow the student to resolve the current
dilemma. Since each individual's presenting
problem had its own unique characteristics, it
was thought appropriate to be able to offer those
services by which persons could be helped to
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deal with immediate dilemmas but little attention
was paid to building individual skills in a planned
and developmental way before specific decision
problems arose (Herr, 1981 ). Research into career
development has begun to change that perspective.
Among the current views worthy of note are
those which suggest that career awareness, exploration, and identity occur in relation to various
developmental tasks which persons of different
ages must confront and resolve if their career
decision-making is to be most effective and purposeful. These tasks have been described somewhat differently by various researchers but they
share the common value of providing organizing
themes or foci for longitudinal program guidance
services. Only a few of the major conceptions of
such tasks will be cited here.
Havighurst's work (1953) pioneered the concept of developmental tasks and the necessity to
acquire increasingly complex skills if individual
career behavior is to grow in maturity. He included such developmental tasks as the following
to be of major importance at different ages.
1. Identification with a worker father,
mother, other significant persons - this behavior should ideally occur during ages 5 to
10.

2. Acquiring the basic habits of industry - included here are such elements as learning
to organize one's time and energy to get a
piece of work done (school, job, chores) as
well as learning to put work ahead of play
in appropriate situations. Ideally, these tasks
should be acquired from ages 10 to 15.
3. Acquiring identity as a worker in the occupational structure - this task involves choosing and preparing for an occupation: getting
work experience as a basis for occupational
choice and as a basis for economic independence. Ages 15 to 21 approximately.
4. Becoming a productive person - involved
here are mastering the skills of an occupation and moving up in it. Ages 18 to 30 approximately.
While Havighurst identified other tasks for
middle-aged and older adults, the four cited tend
to represent the major themes with which preadolescents, adolescents, and young adults must
cope.
As a result of findings from the longitudinal

career pattern study, Super, Starishevsky, Matlin,
and Jordaan (1963) identified a set of developmental tasks which span the ages of approximately 14 to 25. These include:
Crystallizing a vocational preference
Specifying it
Implementing it
Stabilizing in the chosen vocation
Consolidating one's status
Advancing in the occupation
Among the more specific attitudes and behaviors associated with these developmental
tasks are the following:
Awareness of the need to crystallize
Use of resources
Awareness of contingencies which may
affect vocational goals
Differentiation of interests and values
Awareness of present-future relationships
Formulation of a generalized preference
Possession of information on the preferred
occupation
More recently, the Minnesota Career Development Curriculum project (Tennyson, Hansen, Klaurens, Antholz, 1981) has specified what
are described as Career Management Tasks. Only
those associated with grades 7-9, 10-12, and late
adolescence are listed here. The project has also
identified tasks for younger children.

CAREER MANAGEMENT TASKS
Grades 7-9
1. Clarification of a self-concept
2. Assumption of responsibility for career
planning
3. Formulation of tentative career goals
4. Acquiring knowledge of occupations,
work settings, and life styles
5. Acquiring knowledge of educational
and vocational resources
6. Awareness of the decision-making
process
7. Acquiring a sense of independence
Grades 10-12
1. Reality testing of a self-concept
2. Awareness of preferred life style
3. Reformulation of tentative career goals
4.
Increasing knowledge of experience in
occupations and work settings
5. Acquiring knowledge of educational
and vocational paths
6. Clarification of the decision-making
process as related to self
7. Commitment with tentativeness
within a changing world

Post High School
1. Developing interpersonal skills
essential to work
2. Developing information processing
skills about self and the world of work
3. Reintegration of the self
4. Acquiring a sense of community
5. Commitment to a concept, career
6. Acquiring the determination to
participate in change.
These theoretical views and research studies
on career development, and the many others
which could be cited, provide content for developmental career guidance program planning.
They indicate the areas of individual behavior
which a career guidance program might intend
to affect. They provide the seeds from which specific program goals can be identified and student
behavioral objectives developed. Rather than
stating in a vague fashion that a career guidance
program offers counseling, testing, and information to those who need them or to every student,
program planning built around career development tasks can help define why such a program
is useful. Program planning helps to specify what
should happen to young people as a result of
exposure to it. In ideal terms, the ability to specify
and to act upon a set of goals distinguishes a
career guidance program from a set of random
events and it stimulates a number of program
emphases which are discussed in the sections
which follow.

Program Planning
As suggested above, if there is any trend that
particularly separates the old from the new in
career guidance, it is program planning. Program
planning needs to rest upon a clear understanding of what behaviors a program is expected to
facilitate and what processes will be put in place
to cause such behaviors to occur. Research into
the elements of career behavior and their importance in post secondary educational and occupational patterns has provided the targets on objects toward which career guidance processes
can be systematically directed. This research has
given impetus to the systematic planning of interventions which will facilitate self-awareness, decision-making, job search, and other behaviors
significantly related to effective career development.

Developmental Career Guidance
Another important trend which flows from
research in career development is that one
suggesting the importance of developmental
career guidance. Developmental career guidance
is more than a set of services- testing, counseling, group work, information retrieval - avail-
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able at a point in time for persons experiencing
indecisiveness or confusion. Rather, it is an outreach strategy which argues that counselors and
career guidance programs should help students
become educated for choice making. It suggests
that developmental career guidance should encompass what is essentially a guidance curriculum designed to systematically teach all students the types of content about self, about opportunities, and about decision-making which
will encourage their personal sense of purpose
and power. This approach advocates that counselors should create experiences so that students
can acquire the knowledge and skills to be organized to use exploratory resources effectively,
to identify what types of information are relevant
to a particular choice, and to secure and process
such information. At an even more basic level,
developmental career guidance argues that students need to be helped to clarify and sharpen
their self-concepts as the reference points on
which educational, occupational, and personal
choices should rest. It argues for helping all students recognize those forms of competence and
aspiration they possess and the many ways those
characteristics can be implemented.
Decision-making: A Core Concept
At the core of developmental career guidance is a focus upon individual decision-making. While the importance of a person's choice
behavior as a central emphasis in career guidance has been acknowledged almost from the
beginning of its introduction in America, the absolutely fundamental role that decision-making
plays has never been seen as prominently as is
true today. Research findings have increasingly
indicated that decision-making is the process by
which people translate their feelings of personal
worth and competence, their values and preferences, and their orientation to the future into action. Pressing the point further, it has become an
accepted truism that virtually all counseling whether described as personal, educational, occupational, or career-involves decision-making
of some kind.
Viewing the facilitation of individual decision-making as a central focus of career guidance
tends to accent several points:
1. Effective decisions do not occur in a vacuum.
The decision-maker must have accurate information, relevant to the decisions to be
made, and skills which permit him· or her to
acquire and process such information.
2. The elements of effective decision-making
can be learned. Not only can a person be
helped to learn what resources can be used
to gather necessary information but a person can also be helped to learn how to
evaluate personal characteristics, weigh al-

36

ternatives, identify contingency factors, and
develop planning skills.
3. In order to understand the factors that influence personal decision-making, the counselor will find it necessary to have a broad
theoretical understanding. Although career
developmental theories will offer much to
this understanding, the counselor also
needs to explore insights from economics,
reinforcement and learning, organizational
behavior and role theory, as well as sociology and anthropology. Some of these
theories will be most useful in understanding the many influences which shape the
individual's belief systems about the self or
opportunities - the transactions between
the person and his/her environment; others
of these theories will be useful in helping
the individual learn what interventions are
likely to be most useful for whom and under
what conditions.
Longitudinal Approach to Career
Guidance
One of the most important potential results
of research in career development is the view of
this process as a longitudinal one. If career development and, indeed, decision-making begins
in the early life of the child in the elementary
school and continues throughout life in response
to personal growth and external opportunities or
demands, mechanisms, in this case processes of
career guidance, need to exist to facilitate it. Put
another way, the career development tasks previously noted indicate that the learning and/or skill
mastery needed by persons at various stages in
their lives are different even though their effects
are cumulative. The character and focus of career
development changes at different educational
and age levels. In terms of emerging trends, however, the basic point is that in response to these
changing emphases in career development,
career guidance efforts and purposes can be defined differently in the elementary school, junior
high school, senior high school, post secondary
institution, or adult setting.
Counselors have historically been vague
about their specific purposes. In many instances,
the identity crises which have resulted ~ave been
expressed in continuing concerns for role and
function studies, many of which have missed the
central point: How will children or youth be different as a function of exposure to counseling and
guidance? What developmental processes do
counselors intend to affect? A partial, and possibly major, reason for counselor role confusion
lies with a lack of conceptual structure from which
functions and purposes can be derived. Several
writers have observed that one frequently finds
descriptions or inventories of what career guidance and counseling programs will do but no

rationale for why anything is to be done or a
description of the behavior which is expected to
result from whatever is done (Shaw, 1973). The
argument here is that counselors do need a conceptual structure for what they do so that they
are not only busy but purposeful, not only active
but goal-directed.
If the underlying theoretical structure for
career guidance is the facilitation of career development, then one can plan a longitudinal
program of career guidance, with particular
emphases tied to the developmental tasks of persons to be served, with a greater sense of purpose
than can be done without such an organizing
structure.
The particular implication of a longitudinal
frame of reference to which career guidance efforts can be related is that the importance of
counselors at different educational levels is not
just that they should be available in case someone needs them. Rather, it is that counselors at
different educational levels have particular contributions to make, alone and in collaboration
with others, to the facilitation of a set of longrange developmental goals which can be
specified.

Multiple Processes
As career guidance programs have begun to
evolve with a developmental and, indeed, longitudinal emphasis, it has become clear that
many traditional guidance functions are too
limited for these newer directions. Counseling,
testing, group work, and informational services
continue to have an important place in a career
guidance program but other processes are necessary as well. Decision-making, gaming, social
modeling, simulations, behavior rehearsals, role
playing, curriculum infusion of career guidance,
work sampling, career shadowing, career interning, cooperative education, computer-assisted
guidance are each among many different ways
of extending the counselor's ability to help students try-on and try-out the knowledge and skills
important to various career development tasks.
In the future, it is likely that counselors will increasingly be seen as applied behavioral scientists able to match "different treatments" to different developmental needs. Such a goal requires
additional research about career behavior and
about the comparative effects of career guidance
techniques able to create particular types of behavioral outcomes.

Collaborative Efforts
Among the most significant trends in career
guidance is counselor collaboration with others.
As the complexity of influences affecting career
development has become clearer, it has become
apparent that counselors cannot be responsible

for all of the outcomes of career guidance alone.
Career development proceeds whether counselors and teachers work together or whether a
career guidance program exists. The outcomes
may not be as effective if counselors and career
guidance programs are not available, but career
behavior there will be. Stated somewhat differently, if career guidance programs are to be most
effective, counselor-teacher collaboration, parent
involvement, and relations between counselors,
employers, and other community representatives are essential. The fact is that counselors
need to form collaborative, cooperative, and consultative arrangements on a planned basis which
make other persons of influence part of the career
guidance program .
As the counselor works with others in behalf
of student needs for resource persons, field sites,
placement opportunities, try-out experiences, encouragement and information, his or her role will
take on an indirect quality. Such a role emphasis,
however, will likely be as important, although
more intangible, as a direct role in career guidance. Indeed, there are a number of observers
who argue that counselors' energies and skills
would be more effective if they were used with
teachers, parents, and employers, rather than directly with children, to create environments
which are psychologically wholesome and
growth producing. The assumption is that counselor interventions in the attitudes and behaviors of the "significant others" who create
and monitor the educational or occupational settings in which students learn and work may have
a greater impact on their mental health, self-concepts, and skill development than their direct
work with the students themselves. This collaborative role with others who shape the student's environment is also seen by some observers as a change agent orsocial engineering function. It acknowledges that many problems
students encounter lie outside their control or are
able to be modified without causing students to
adapt to them. For example, helping employers
create more realistic entry requirements is a
counselor change agent strategy which is different from trying to help individuals adjust to the
frustration of not being able to get a job or to
qualify for jobs which they can handle quite well
currently but for which they do not have the requisite paper credentials.

Reduction of Sexual or Racial Biases
Another major trend which flows from the
counselor collaborative or change agent role is
the attempt to reduce sex or race biases which
affect individual career decision-making. Research in career development does not indicate
different capabilities among boys and girls or racial groups, but rather aspirations and other
career behavior which are differently socialized
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by gender or race. Frequently such socialization
is based upon stereotype or discrimination. Discrimination of any kind is a waste of human resources and it is a matter which counselors can
help reduce or eliminate. There are several possibilities for action. Counselors need to help
female or minority students obtain information
about occupational or educational opportunities
which do not cast these options on the basis of
sexual or racial stereotypes. Counselors also
need to help students free themselves of the
psychological limits on choice which they experience because they have incorporated other
people's beliefs that girls or persons of particular
racial characteristics should not consider certain
job alternatives or educational opportunities.
Counselors also need to help teachers, parents,
employers, and other gate-keepers of opportunities maintain access to jobs and education
free of stereotypes such as those cited above.
Before leaving this trend in career guidance, one
caveat must be cited. It is one thing to open up
opportunities; it is another thing to push people
into them. The first is appropriate counselor behavior by which persons can be informed and
free in their choice-making; the second is a level
of unintentional but nevertheless restrictive coercion of student choice.

Competency Statements:
Demystifying Career Guidance
While there are other trends in career guidance which might be cited as having resulted
from research in career development or the interventions which facilitate such development,
these trends and the others described above tend
to be reflected in the various counselor competency statements becoming available. Together
these statements outline the major functions required for counselors to effectively perform
career guidance responsibilities and in that sense
they demystify and clarify the processes involved. They also add content for program planning purposes and they give credibility and focus
to in-service programs for counselors. Several
such statements could be discussed here. However, two will make the point. One has been presented by Mitchell (1975). She contends that the
major clusters of counselorfunction in career guidance include:
Career Counseling Competencies
* Skills in new assessment instruments
* Techniques to stimulate client exploration
of self and relate these to available career
and life options
Program Planning Competencies
,.. Skills to plan developmental, comprehensive career guidance programs that are in-
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tegrated into the curriculum and are designed to include every student in the school
Implementation Competencies
* Skills to stimulate career development exploration
* Techniques for helping groups who have
special needs
Consultation Competencies
* Skills relating to effective cooperation with
other staff members and with representatives of community agencies
Linkage Competencies
* Skills necessary to advocacy of student
client needs and the mechanisms to meet
them in cooporation with various community agencies
Staff Development Competencies
* Skills necessary to conducting workshops
and mini-courses for other staff members,
parents, and other persons in areas appropriate to facilitating career development (e.g.,
planning, evaluation, information, dissemination)
Evaluation Competencies
* Skills related to the design, carrying
through, and reporting of evaluation of
career guidance programs in relation to accountability
Another statement of competencies which is
influential in shaping the counselor's role in
career guidance and in career education is that
adopted by the American Personnel and Guidance Association in December 1974. These competencies are as follows:
1. Identifying individual career development
tasks and implementing programs to accomplish them;
2. Identifying and classifying educational and
occupational information;
3. Assimilating and applying career decisionmaking methods and materials;
4. Eliminating the restrictions that racism and
sexism place on opportunity;
5. Expanding the variety and appropriateness
of assessment devices and procedures
necessary for sound personal, educational,
and occupational decision-making;
6. Emphasizing the importance of career counseling and of achieving its goals.
These six functions are considered to be inseparable leadership duties for counselors in
career education. The APGA statement also considers it essential for counselors to actively participate in the career education process in seven
ways:

1. By serving as liaison between educational
and community resource groups
2. By conducting assessment surveys of career
guidance needs among students
3. By organizing and operating part-time and
full-time educational, occupational, and
placement programs
4. By conducting job adjustment activities
5. By contributing to revisions of the curriculum
6. By helping involve the family in career education
7. By participating in efforts to monitor and
assess activities and communicating the results of those activities to other practitioners
and clientele
Competency statements such as the two presented reflect the effects of the trends discussed
here and serve to summarize ways by which
counselors can demonstrate the influence of
these trends in what they actually do. In addition,
they represent devices by which counselors can
assess their own skills and plan steps to improve
any they find to be weak. Finally these competency statements provide information by which
counselors can communicate to others their purposes, their responsibilities, and their functions.
Conclusions
This paper has attempted to place into perspective the importance of research into the
career development of children, youth, and
adults. It has been further argued that such career
development theory and research has stimulated
new models of career guidance.
In a brief presentation, it is only possible to
outline significant trends being incorporated into
career guidance models. In sum, it has been contended here that the trends which result from the
available research and theoretical conceptualizations in career development include the following:
1. Program planning
2. Program emphasis of facilitating decisionmaking and reducing the effects of gender
and racial bias

3.
4.

Developmental career guidance
Collaborative behavior between counselors
and teachers, parents, and various community representation
5.
The use of multiple career guidance processes
6.
Counselor competency statements and a
consequent demystification of career guidance
As is true in any form of educational change,
the impact of research in career development
upon programs of career guidance is uneven
across schools and across geographical areas.
Nevertheless, where the trends described are
being implemented, career guidance programs
are increasingly seen as major components of
education with objectives and processes significantly related to facilitating the transition of students from school to work.
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From the practitioner's point of view, the impact of career development theory and research
on school guidance programs is most visible in
two areas - that of program planning and the
changing definition of the role of counselor.
The concept of school counseling as a systematic, planned program is one which has
evolved, at least partially, as a result of the
demonstrated success of researchers and
theorists
in
defining the
developmental
processes of children and adolescents. Through
research in developmental psychology and
developmental career theory, behaviors or tasks
associated with stages of growth and learning
have been labeled and counselor interventions
which promote healthy development have been
identified. As school guidance departments
struggle with the task of providing these
interventions, as well as with measuring the
results, the impetus for a planned program of
counseling
services , based
upon
the
developmental needs of students is becoming
more broadly recognized and in no other area
quite as rapidly, or w ith such force, as in career
development.
In school districts where counselors have
been the initiators and proponents of a
comprehensive career guidance program, the
work of the theorists and researchers has
provided focus, direction, and support to the
practitioners'
efforts
to
create
sound
developmental programs_ This approach has
forged a link between elementary and secondary
planning and has placed both within the
framework of life/career planning.
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One of the most direct effects of career
development research on school programming
is the use of assessment instruments. A typical
component of secondary career guidance
programs involves the use of an interest
inventory or other career assessment device_ The
counselor may plan part or all of the program at
a certain grade level around the administration,
interpretation, and follow-up activities of a
particular inventory. In this way, the chosen
instrument affects the content as well as the
process of the program and often serves to define
the approach to career guidance used by a
counseling department.
Career development theory is also utilized in
the development of elective courses for students
in career decision making or counselor-designed
units for use in other courses such as social
studies, English, or health. Studies such as the
Minnesota Career Development Curriculum
project provide invaluable help to the practitioner
in devising a curriculum intervention. In this
context the counselor designs curriculum around
goals and objectives appropriate to the
developmental level and needs of a particular
age group.
Where systematic career guidance exists as
a component of school counseling programs, a
significant shift in perspective becomes evident.
Such deliberate program planning suggests a
proactive rather than a reactive orientation on
the part of the counselor. Implementing a positive
life-skills approach implies an increasingly
educative function for guidance departments.
When this shift in perspective occurs in a
school, the role of the counselor necessarily
changes. Counselors have, indeed, suffered from
the lack of a clearly defined and well understood
function within the school. Some of the confusion
exists because counselors' roles, unlike teachers
or administrators, have largely been defined, not
by counselors, but by others. Quite often these
varied role expectations are in direct conflict with
one another in actual practice. As professional
"helpers" counselors have added to the
confusion by attempting to fill all the gaps as
problems are presented by students, parents,
teachers, or administrators_
The competency statements for career guidance which were developed by the American
Personnel and Guidance Association serve to
clarify and delineate the performance expectations of school counselors. These statements pro-

vide a context for viewing career counseling as
an integral part of the educational system and
the counselor as an imparter of the skills that
enable students to become more self-aware, to
utilize resources and information, to make informed decisions, and to grow into responsible
adults.
In carrying out this function, school counselors are increasingly visible in classrooms; this
provides much more student contact and a
chance for teachers to see the counselor at work.
As students learn how to use the resources of
counselors to aid their career development and
future planning, the image of the counseling office is slowly changing from the place to go or
to be summoned to only when "something is
wrong." As teachers observe counselors working
in the classroom, some of the distance and misunderstanding that occurs between counselors
and teachers can be lessened.
Competency statements such as those presented in the preceding article provide a useful
framework to school counselors as they work toward self-definition and communication of their
changing function to the varied publics they
serve. Theory and research in career development is having an effect upon the content and
structure of school guidance programs, but the
changes are slow and vary widely from school
to school.

Obstacles Which Diminish The
Influence Of Research
·
While research of the kind described earlier
in the article can indeed point the way, there are
difficulties in translating career development research into practice in the schools. Such translation implies time for reflection, formulation of
new practices or revision of current ones, action
research and evaluation - all of which require
the kind oftime counselors in schools rarely have.
Even the accessibility of research information presents a problem. Practitioners acquire
their knowledge of current research from three
primary sources: journals, particularlythose published by professional organizations; conferences; and continued graduate study. Two common reasons many counselors give for not keeping up with professional reading are lack of time
and the perceived limited utility of research information. The primary interest of the school counselor is in successful practices and,activities for
direct use with students, parents, or staff and
much less often in the research design underlying
the demonstrated effectiveness of the practice.
Journal articles are viewed by practitioners, in
many cases, as intended for use by other researchers or theorists, rather than by practicing counselors. Conference attendance has been drastically reduced in many school districts, especially
for national conferences requiring considerable
travel. Counselors are finding this avenue of ac-

cess to current career development theory and
research has been severely curtailed. Continued
graduate education depends, of course, upon the
availability of a university counselor education
program.
Another obstacle is the process by which decisions affecting program implementation are
made within the school. Practitioners may or may
not have direct participation in the kind of broad
and far-reaching program planning and change
such research implies. Decisions, especially in
large school districts, are often made at a higher
administrative level and handed down for implementation. This often results in resistance, inadequate understanding, and lack of commitment to the task - none of which contributes
positively to the implementation of an effective,
longitudinal, developmental career guidance
program.
The changes being suggested by the
research involve a reorientation of attitudes as
well as a reallocation of resources. School counselors do not agree among themselves as to how
this should be accomplished. There is real resistance to relinquishing the model of the sixties
and seventies of crisis intervention and responding to whatever student needs present themselves with whatever intervention seems appropriate or with which the counselor is most comfortable. Many counselors entered the field because
they wanted to work with students in one-to-one
counseling situations initiated primarily by the
student in response to a problem or need. They
see the implementation of a career guidance
program as reducing time available for individual
counseling and a shifting of emphasis from the
office to the classroom.
Within a school, counselors are not the only
ones who are affected by program changes. Difficulty also lies in convincing those "significant
others" who have varying levels of commitment
to the concept of career development and guidance that the reorganization is worthwhile, let
alone essential. One of the most effective change
agents within a school is the counselor who is
well established and well respected. Quite often,
however, it is the counselor who is recently out
of graduate school who is most aware of current
theory and research and eager to put it into practice. That person is usually also the least influential in the organizational structure of the guidance
department and the school.
The current difficulties many school districts
are experiencing because of declining enrollment
and eroding financial support directly affect
guidance programs, sometimes disproportionately. A great deal of time and energy is going
into justifying the existence of current counseling
programs, energy that could be better spent in
program development utilizing the kind of
research and theory discussed in the previous
article. Ironically, a coordinated career guidance
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program firmly grounded in developmental
theory and research as an integral part of the
schools' agenda may be what finally convinces
the educational decision makers that school
counselors are not the most expendable of professionals when budgets must be cut.
In the past, if practitioners looked to research
at all, it was to justify or support what was already

being done in the counseling program, rather
than as a starting point for program development. Today, however, in spite of the obstacles
that exist, counselors can no longer afford to
ignore the rich source of research-based information in the planning, the implementation, and the
evaluation of school career guidance programs.
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usual world of the research-practice controversy.
How easy it is to handle that "stuff." In the end I
could have pointed to the few areas of agreement
and listed the complaints of each group. It did not
work that way.
Practice is not that neat and
orderly - nor is research, although some think so!
What we have here is a unique, creative, and
innovative set of papers, each taking a different
approach to the assignment and in the end collectively producing what for me was a very useful set
of papers, but a set I simply cannot summarize into
a single list of do's and don't's. Given the authors,
I wonder why I ever thought I could. After several
attempts I will take the coward's way out. I will
summarize what I think each author was trying to
say and then briefly indicate what I believe based
on what I think my colleagues said.
Sweeney-Gardner

As a practitioner-researcher one tends to develop
schizophrenic tendencies. This is accompanied by
periods of deep depression and occasional moments
of manic joy. Given that "sick" description, one
can understand my enthusiasm for this assignment
to produce an issue of research and practice as well
as the discouragement I have had in trying to bring
this set of papers into a single theme.
To begin with, I had envisioned a nice orderly set
of articles. Each researcher would espouse the value
of research and theory, "conceptually describe"
why the theory was true, point to some instance
where it worked and a practitioner was saved because of it and to other situations where practitioners failed and deserved their fate because they
ignored the precepts of "proven theory." Companion pieces by practitioners would bemoan the
sterility of the "ivory tower," bare their wounds
collected "on the firing line," and march off in
their own direction with an occasional and grudging
nod toward some theory that "almost worked,"
wearing their "red badge of courage." Such is the
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This approach to the discussion of the Gordian
Knot of research-practice presents the socialpolitical realities facing institutions of higher education and the practice of educational administration,
at least in Florida. In their discussion, research and
methods appropriate to the identification of "competencies" emerge as an area of research-practice
overlap where research becomes" ... the foundation
for changes in higher education programs, manager
selection procedures, certification requirements, inservice training and development, performance evaluation systems and compensation plans." That is
quite a big order for one area of research.
Presumably these studies were commissioned in
Florida, in order to solve a policy problem. It has
been suggested that there is a major problem when
the solution or policy is already known and research
is the means to accomplish or implement the known
goal. In such a case research is "employed" not to
ask if, but to ask how.
The Broward County Management Academy
(BEMA) is reported to have been"... developed in

keeping with tenets of adult learning theories and
competency-based approaches to management" ( my
emphasis). Assuming that "approaches" and "tenets" are related to research, concepts, and theory,
one is still faced with the possibility that bureaucratic inflexibility "freezes" policy when it might
better be seen as a dynamic policy process.
The Sweeney-Gardner article is an excellent example of how research can inform practice and
practice (and politics) can influence research. There
is merit in what has been done in Florida and exciting possibilities in what might be done if bureaucratic fixation can be avoided.
As will be noted later, there is a voguishness in
theory, and also in practice techniques. Here we
have what appears to be a good marriage between
popular theory and popular practice in order to
satisfy politically mandated policy. Let us hope it
avoids the fate of most of "today's fashions."

Divita-Ci stone
Peter Cistone is an excellent researcher and the
retiring vice president of Division A of the American
Educational Research Association. His commitment to research in educational administration is
established! One might have expected a "hard sell"
for research.
This article describes a type of practice-prescribed
research and program suggested in their last paragraph when they state that a partnership with LEAs
and DOEs must be forged if universities are to be
able to continue to do research. They conclude
with a take it or leave it dilemma, " ... it seems
rather clear that DOEs and LEAs are willing and
able to go it on their own .... "
Florida is presently the seventh largest state (by
population) and is projected as the fourth largest
state by the year 2000. This pair of articles tells us
something very important about research and practice in educational administration. I really don't
think this article represents either an applause or a
lament - nor do I think Divita and Cistone meant
to do either. Rather, it represents a current and
innovative adaptation to an old problem - the rift
between research and practice. Florida's model has
been tried earlier, in part, in Pennsylvania. I do not
think Florida will be the last state to go in that
direction, nor do I expect it to be the final stage in
the research-practice evaluation. It will be an exciting stage in the evaluation, however, with participants such as Sweeney-Gardner and Divita-Cistone.
Divita and Cistone point out many of the problems we have faced in the past in uniting research
and practice. Whether the "new partnership" being
forged in Florida will solve these problems, or if that
solution will create new problems, remains to be
seen. One might hope Florida's attempt to bring
research, theory, and practice in administration together will fare as well as Herr and Lear believe
counseling and career development have. Certainly
many of the same elements mentioned in the DivitaCistone and Sweeney-Gardner articles are men-

tioned in the Herr and Lear articles. These include:
development tasks, competency, and behavioral objectives. Perhaps the marriage works well when
each partner complements the other, finding rewards in contributing what each does well, and
gracefully accepting what the other has to give,
rather than finding pleasure in fault-finding. I wish
administrative research and practice a good marriage
in Florida.

Smith, Siegle, and Spiegel
Here we have an excellent example of the innovativeness of a theory oriented researcher. As editor
I never expected anything like this article in response to my invitation. I am delighted and I hope
the readers of the Journal are also. The article
comes to the problem from the research orientation
and that orientation is well stated by the authors:
"One of the best situations for personal learning
and educational
change involves interpersonal
intellectual grappling over significant problems and
ideas in a concrete real life setting." That statement alone is worth the effort of this issue.
The article presents ethnographic methodology
as an avenue for integrating theory-research and
practice. For many that may be a singularly new
idea. As such it might be worth your while to reread the article. It describes practice, carries us
through the research, and provides examples of a
theory, explaining a way to "map" curriculum.
The "Bernstein conception," one with which
I was not acquainted, appears to deserve more
attention than it has received to date in the United
States. There seems to be considerable promise
both for curriculum research and curriculum practice in this conceptualization.
Finally, for those who know ethnography, as
contrasted to ethnographic methods, the article
(ethnographic method) is like the wrapping on a
holiday package - it makes one long to see the
present (the ethnography or the story). The practitioner must also long to hear about this school and
we hope the authors will do a monograph telling
that story. Here we are treated to a superb example
of the blending of theory, research, and practice to
the benefit of each.
Cartwright and Becker
I am struck immediately by the fact that the two
areas where the authors believe research and practice have best merged in special education are at
opposite ends of the "control" continuum. At the
high control end is a group of laboratory experiments on animal behavior, stimulus-response research leading to "behaviorism." At the other end
of the continuum is the political-policy area where
there are relatively few constants and almost nothing can be controlled. I accept the authors' evaluation for special education and wonder whether data
from other areas would confirm such a hypothesis:
that research and practice best merge when the
research is either very tight or very loose. On the
one extremity we are tight enough to be sure, so we
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can make progress. At the other extremity we canShakeshaft's comments regarding an acceptance·
not possibly be sure, so it is worth the risk. Beof an "ideal perfect" (my term) model (based on
tween these two, however, lie most educational
male data) and then judging others, particularly
women, as different and therefore "less than" is
endeavors and perhaps it is there, where we can't be
sure but feel we should be, that practice relies on
reminiscent of the notion of cultural evolution
random chance and research finds it too uncomtheory, in general disrepute with most anthropolofortable to posit a reasonable hypothesis.
gists for some time. Yet she is correct. We have had
I find the authors' stress that behaviorism and
a tendency to operate in that fashion in administramainstreaming,
or (stimulus-response-reinforcetion and to the disadvantage of women as a class.
ment; learning theory) and (alternative methods and
More than simply drawing the issue of research
alternating teaching-learning environments) should
and practice as it affects women in education into
be the basis of all teacher education programs (not
clear relief, Shakeshaft's article departs from the
just special education programs), a very refreshing
lamentations often seen. She avoids the trap of
argument. If it has been so successful in special
merely asserting an inverse set of "best qualities"
education (and I believe it has been), why isn't it
that would make women superior to men. Further,
more widely adopted in "regular" education proshe demonstrates the usefulness of concepts as tools
grams - perhaps because of a lack of specific public
of analysis when viewing theory-research and
statement Ii ke 94-142 for all chi Idren? Perhaps
practice.
along with tight research we need explicit public
Tietze
policy with broad operational parameters.
Tietze's article is very useful although it focuses
Cartwright and Becker note that the practice of
more on the general problems in school administra"mainstreaming" is not so easily or so well done in
tion than it does on the specific issue of women in
practice as it is defined in theory - and the coneducation. She points to the sexism in samples and
straints seem to be political-economic. Finally,
instrumentation but (pleasing to me, for it agrees
they note, there is the aspect of professional comwith my bias) says this harms all administrators.
mitment. The authors refer to that as a "caring
Her use of the analogy of theories as a patchwork
attitude" or "born to teach." I might refer to it in
quilt
to cover everything is unfortunately too close
a more environmental context as socialization into
to what many administrators, and practitioners
the profession, best achieved through experiencing
in general, believe theory should be able to
an excellent teacher education program. Clearly
do.
When she points out the "voguishness" of
such a program requires the marriage of researchtheory in education (I would add practice as well)'
theory and practice.
as a major problem in education, I am tempted to
Whether we accept the entire conclusion of these
applaud.
I did applaud when she called for well
authors- "If I were a Dean .... " - we must admit
"grounded
theory" as a means to making theory
that it would meet a great deal of present day
more
useful
for practice. Her own words provide
criticism of teacher education programs across the
the best summary to her article and perhaps a good
country. As a former dean, I must comment that
summary to this issue: " ... theorists should stop
it is easier to theorize about, than to do in practice.
Perhaps doing it falls in the area of being too - trying to deliver the nostrum that will cure our
schools' ills, and ... practitioners should stop lookdangerous to try, and therefore, practice relies on
ing to theory for that panacea."
random chance while theory is too uncomfortable
to posit a reasonable hypothesis.
Herr and Lear
Although separate articles, the perspectives of this
Shakeshaft
research-practitioner team are close enough to sumI am convinced by Shakeshaft's arguments that
marize as a single article. Ed Herr is himself an
women have been neglected and ignored as subjects
excel lent example of the blending of theory-research
in administration and organization research and that
and practice. He has been a counselor and a directhis has left a gap in theory. I am less convinced
tor of counseling in an LEA and DOE. For more
that the examples she uses are val id. Regarding the
than 15 years he has been a professor and admin"aspiration and achievement" example, however, I
istrator at the Pennsylvania State University. In
believe that aggressive "moving up" is not singularly
addition, he is perhaps the most prolific researchera male disposition and that "scholarship" or a
publisher that I know. While he is too modest to
say so, I feel compelled to note that Herr is himself
"sense of community" is not solely a female aspiraan excellent example of a research-practice blendtion. Yet "androcentrism" has created a bias in
ing.
research and the theory it produces, as well as the
After reading the Herr and Lear articles, I began
administrative practice it fosters. Females have
to feel that blending accomplishment must have
been "disadvantaged" because of this; but male and
been easier for Professor Herr because research and
female alike, and our society at large, have all been
practice seem to have an easier marriage in career
losers due to this neglect. The overemphasis on the
development than in other areas of the educational
military and business in the models of organization
arena as pointed out in Lear's first paragraph.
and administration has contributed to this problem
as the article points out.
Herr states that, " ... the ability to specify and
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to act ... distinguishes a career guidance program
from a set of random events .... " This is exactly
what theory does for practice. It frees practice
from an endless set of random attempts to survive
an infinite series of crises. Lear points out that the
use of theory and research has allowed programs to
become "proactive rather than reactive," a behavior
that could well be imitated in other areas of educational practice and one that can only be effected
when one can analyze situations and predict outcomes.
Lear points to a problem most practitioners encounter when attempting to operate within a theory
framework - having time for thinking and reflection. I have often hoped to see the reverse of the
old theme posted on the wall of some administrator.
It would say, "Don't just act - Think" or perhaps
just, "Fools rush in - anywhere." • As Herr says,
" ... counselors need a conceptual structure . . . so
that they are not only busy but purposeful ... !"
Lear points to several problems for practitioners
when practitioners try to use research and operate
on a theory base. Apparently many career counselors have managed to overcome most of those
problems, at least it seems Pat Lear has. I would
like to know how she has overcome those obstacles
when others have not. I suspect one major element
is the socialization provided by a strong graduate
program and a research oriented mentor.
This I Believe - I Think

There is a saying, "Those who have the gold,
make the rules." It may be that research stimulated
by and in support of policy is more successful than
research that intends to inform policy. It seems
that there emerges some agreement that research,
whether done in order to support policy or simply
to strike the fancy of politicians in support of
their policy, is more successful in bridging the
research-practice gap.
I think we have a problem here. It would be nice
if after doing a considerable amount of research on
issues, relationships, and outcomes, politicians
would develop a policy from among some set of
alternatives. However, to develop a policy based on
some set of politically rewarding criteria and then
ask research how to, instead of whether to, implement the policy, poses certain philosophic issues not
discussed in this issue. It appears to me that the
articles in this issue suggest that the former process,
rather than the latter, is more likely to be adopted.
I did not hope to reach that conclusion. That conclusion leaves me in one of those moods of depression I mentioned earlier.
On the other hand, apparently the tighter, more
carefully done experimental laboratory research has
been among the most successful research in influencing practice. This brings a slight smile to my lips
until I realize I am not an experimentalist in the
strictist sense - nor are the vast majority of educational researchers. Some of us could be classified as
logical positivists or empiricists perhaps, but not

really experimentalists. I personally hold a bias that
"experimental research" can best inform policy.
Rather, I had felt that qualitative research, most
likely ethnography as exemplified by Smith, Siegel,
and Spiegel, should prove most useful to policy
makers. Here I rule out the use of the British Empire mode of "British Anthropology" in the late
1800's to tell them how to implement policy. For
an example of these arguments see: (Pittenger and
Deasy, 1977) and (Lutz, 1978). Yet I am forced to
the position, based on the articles presented here,
that experimental research has had the greatest
influence on practice and policy, and that British
Empire use of anthropology has had the next greatest influence on practice.
As I slump back into my chair another thought
occurs to me. Time and again politics and culture
emerge in the articles as a powerful factor when
research has been meaningful in practice and when
research has been stimulated by reality. The culture
of the world of work and the political reality of
jobs and jobless certainly influenced the nature of
research and practice in career counseling. The
stark reality of Florida's situation is the politics of
the issue and how practice and research will be
required to respond. Culture, although not used as
the central framework by the authors, lies just beneath the surface in the Smith, Siegel, and Spiegel
article. Both politics and culture are at the heart of
both articles about women in education.
The study and practice of politics and culture
appear to play an important role in merging research
and practice. It seems to me that it is when powerful political-cultural vectors clash with other powerful political-cultural vectors that the conditions for
merging research and practice increase. That is not
to say it is assured. But the opportunity increases
that practice will seek a rational solution when a
situation becomes publicly recognized as critical
enough. Under those conditions research is more
likely to risk positing a solution. Such may well be
the situation today when we are - A NATION AT
RISK.
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